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STATEMENT OF FOCUS

The Wisconsin Research and Development Center for Cognitive Learn-
ing focuses on contributing to a better understanding of cognitive learning
by children and youth and to the improvement of related educational
practices. The strategy for research and development is comprehensive.
It includes basic research ta generate new knowledge about the conditions
and processes of learning and about the processes of instruction, and
the subsequent development of research-based instructional wmaterials,
many of which are designed for use by teachevs and others for use by
students., These materials are tested and refined in school settings.
Throughout these operations behavioral scientists, curriculum experts,
academic scholars, and school people interact, insuring that the results
of Center activities are based soundly on kncwledge of subject matter

and cognitive learning and that they are applied to the improvement of
educational practice.

This working paper is from the Wisconsin Design for Reading Skill
Development element of the Reading and Related Language Arts Project,

in Program 2, Processes and Programs of Instruction. General objec-

tives of the program are to develop curriculum materials for elementary
and preschool children, to develop related instructional procedures,

and to test and refine the instructional programs incorporating the
curricuium materials and instructional procedures. This element has two
general objectives: to develop and refine the Wisconsin Design

for Reading Skill Development, Grades K-6; and to conduct exploratory
research, the results of which will be incorporated into the Wisconsin
Design for Reading Skill Development. The Wisconsin Design represents

A systematic attempt to (1) state explicitly an array of reading skills
that, by long-standing consensus, are essential for competence in reading,
(2) assess by means of criterion-referenced tests individual pupils'
skill development status with respect to explicitiy stated behaviors
relatcd to each skill, (3) provide a comprehensive management system

to guide grouping for, and planning of, skill development instruction,
and ' {$) monitor each pupil's progress in the development of gpecific skills.
The comprehensive objective is to provide school personnel with prototypes
of the essential components of an individually guided reading skill
development program for the entire elementary school.
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ABSTRACT

Essential skills and objectives for the Study Skills element of

the Wisconsin Design for Reading Skill Development are presented. Three

major subareas--maps, graphs, and reference--and several substrands
for each are identified. Sources consulted and a rationale for choosing

specific skills arr given.




I

INTRODUCTION

The Wisconsin Design for Reading Skill Development has one general

objective: to expedite individually guided education in reading skill
development at the elementary school level (Otto and Askov, 1970). Six
skill areas were identified and, in our early work, the skills were

clustered at five levels that correspond generally to traditional grade

levels. The six skill areas and approximate grade level equivalents

oi the five skill levels are shown in Table 1.

Table 1
Skill Levels by Area and Grade

Skill

Grade
Area K 1 2 3 4-6
Word Attack A B C D —a-
: Comprehension A B C D E
% Study Skills A B C D E
Self-Directed Reading A B C D E
; Interpretive Reading A B C D E

Creative Reading A B C D E




Word Attack skills are not given beyond Level D because the essentials
are, or ought to be, introduced and taught by the end of the primary
grades. The remaining skills are clustered at Level E for grades 4-6
because traditionally the middle grades have been the place for consoli-
dating and refining reading skills.

The intent in clustering the skills in each area by level is not
to endorse or perpetuate an approach to skill development that is tied
to grade levels or children's chronological age--such an approach would
be incompatible with the.facts of human development and the intent of
the Wisconsin Design. The skills are clustered for two reasons: to
facilitate implementation of the Design and to encourage the sequential
development of skills. In our experience, at the time of initial implemen-
tation many schools are organized on a traditional grade level basis.
The break-in process is easier, as explained elsewhere (Otto and Askov,
1970), if levels are pegged by grades. Of course there is no need to
continue the grade-by-skill-level overlap beyond the break-in. The levels
of skills are arranged in sequence, but the skills within a given level
are not necessarily arranged in z hierarchical sequence. Thus, skill
development grcups can readily be formed within a level. The levels
simply help bring together a pool of pupils for skill grouping. In a
cense, the levels serve a rough focusing function that precedes fine

focusing on & specific skill.

The Design has the following components: a list of essential

skills for each area; a specific behavioral cbjective for each skill

L
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in the Word Attack, Comprehension and Study Skills areas and open objectives
for the remaining areas; criterion-referenced tests or informal assessments
for each behavioral objective; pupil profile cards to implement the

systematic grouping and regrouping of pupils according to skill development
needs; and resource files of materials and procedures for teaching specific

skills, The Design provides a skill development framework for an elementary

)
school reading program, a means for monitoring individuals' progress .in

skill development, and a management system for both pupils and instruc—
tional materials and procedures; these are compatible with but not tied
to any articular instructional setup (e.g., basal reader centered, classic

indiv:iuualized or iddaguage experience),
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OVERVIEW OF THE REVISED STUDY SKILLS AND OBJECTIVES

The present list of skills and behavioral objectives for the Study
Skills area is the result of extensive revisions of an earlier list,
The revision is based upon a search that was undertaken to seek whatever
consensus might exist in the literature regarding the essential study
skills. The previous list was a consepsual statement from a single school
systemj but experience had shown a lack of more general consensus regarding
study skills. Details of the literature search and the rationale for

certain decisions rcgarding the revision are presented in the next section

of this paper.

Two basic decisions shaped the nature of the revised list. First,
it was decided that three strands of subskills would be developed within
the Study Skills area: map skills, skills related to graphs and tables,
and reference skills. The third subarea, reference skills, is rather
broadly conceived to include certain behaviors that are sometimes called
"study habits" and certain specialized reading techniques. The second
decision was to specify sequential skill development for each of the

middle grades. The skill level by grade designations for the Study Skills

area are now:

Grade Level K 1 2 Y 4 5 6

Study Skill Level A B C D E F G

5 41

$
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The intent is to develop group-administerable, criﬁerion-referenced

tests for most of the skills; but, as in the Word Attack area, certain
skills are best assessed through informal observation. In Table 2 the
number of skills assessed by formal tests and by informal obser

vation is

given for each subarea at each level, and the total number of study
skills identified at egch level is given,

The outline of study skills and the listing of specific study skills
objectives are givenA in the appendix. In the outline, the number that
follows each skill identifies the skill for recordkeeping purposes; when
an 1 follows the number, the skill is assessed informally through obser-
vation. The map, graph, and reference skill strands are designated by

appropriate symbols in the list of Study Skills objectives so that the

reader can readily follow the development of a strand.

Table 2
Numh.c of Skills by Subarea, Assessment Procedure, and Level

Subarea
Map Graphs and Reference
Skills Tables : Skills
Total
Level Test Observe Test Observe Test Observe Skills
A - 3 ~- - - 6 9
B 4 1 2 - 5 4 16
c 6 1 3 - 5 4 19
D 5 -- 4 - 8 8 25
E & - 3 - 9 10 26
F 4 — 4 - 7 5 20
G 5 - 3 -- 4 5 17




III

RATIONALE FOR CHOOSING SKILLS

A search of the Jiterature was conducted for each of the three
subareas identified in the Study Skills area. The professional 1iterature,
instructional materials such as textbooks, kits, and workbooks, and
standardized tests were examined. Information gained from the
search, from consultants, and Zrom school personnel is the basis for the
present list of skills. The findings related to each of the three sub-
areas are briefly summar:ized in the sections that follow,

MAPS

Historically, some instructional emphasis was placed on geography
skills in the nineteenth century, but this emphasis declined in the
twentieth century until the early 1950s, when the trend shifted back
toward an emphasis on map skills, The main reason for the renewed in-
terest appears to be the prominence given to the concept of the changing
environment. Whipple and .;ames (1947, p. 205) put: it well: "Sounder
methods of map instruction are needed if pupils are to develop the
flexible knowledge of the relations of places which is necessary today."
In a similar vein, Collier and Vodicka (1960) said,

In the Space Age in which Americans have rather suddenly found
themselves it is quite apparent that two major changes have taken
place. First the world has shrunk in terms of time required for
transportation and communication on a world-wide basis; second,

the geographic horizons of every American, even children in the

primary grades, are much more broad than they were even ten years
ago. [p. 212]




Job and Weiser (1965, p. 6) put it even more emphatically: "Mapz and
globes are the media via which many of the most basic learnings of the

social sciences are transmitted, and no other communication tool is

as effective for the purpose. If a child is to develop an understanding

of the social world around him, he must begin by understanding the

physical world."

Accordingly, in the late 1940s and in the 1950s and 19605 attention

was given to the nature of map skills. Jarolimek (1963, pp. 18-19),

for example, had mip skills, among others, in mind when he said that

"[social studies] skills are the most basic tools of learning. . . .
Inadequately developed skills foreshorten the opportunity to continue
learning and lead inevitably to poor achievement.'" He went on to state
that the skills tend to be fairly complex: "In almost all cases social
studies skills are intellectual in nature and call for the use of cog-

nitive processes,"

A few educatoré addressed themselves to the problem
of how the map skills should be taught and when they should be intro-
duced. The skills discussad generally are related to two major topics,
representation and directions.

A critical question regarding representation is whether a pupil
needs to initially manipulate concrete objects in order to develop
a sense of what a map is. Savage and Bacon (1969, p. 495) feel first
graders can learn on an abstract level, and that undue emphasis may be

placed on the manipulation of concrete objects. Sabaroff (1959, p. 445)

disagrees., She feels that merely matching and naming a symbol is

14



not the ultimate goal of map reading skills, since a symbol does not
stand for a word. "Only when a map symbol calls forth a mental image . .
can he [the pupil] use the map 'shorthand' with any significant: meaning."
Whipple and James (1947) also took the latter position in pointing
out the need for an adequate foundation for map reading:
The pupil who does not realize that many types of landscapes exist
lacks the prerequisites for visualizing the terrain depicted on
a map. The child who is acquainted with the meaning of simple

cartographical terms, such as lake, river, ocean, sea, plateau,

and plain, ought first to be familiarized with the forms which they
indicate. [3. 206]

Collier and Vodicka (1960, p. 212) also support the latter view. They
feel surface features may be observed when pupils take neighborhood
trips and that later, in the classroom, blocks may be used to represent
objects in the environment and; placed in proper relationship to each
other. The consensus appears to be that before a child can understand
a map, he must be able to envision the reality it represents.

The second question often posed is that of how early the cardinal
directions should be introduced. Kohn (1954) suggests an answer:

« « « 2 sense of direction is not inborn but is learned . . .

The process begins with helping children develop the ability to

orient themselves . . . in relation to things in their environment.

With guidance very young children can begin to express direction in

relative terms. . ... Such expressions as "over there" and "that

way" will help beginners develop a feeling for direction and a
means of expressing it. [P. 147]

Sabaroff (1959, p. 449) expressed the opinion that cardinal directions
could be introduced in the first grade as labels only, for the purpose
of familiarizing pupils with the terms, and:that how directions are

determined could be taught later. The implication is that determining
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directions is a skill which not only must be taught explicitly, but which
must be taught developmentally.

Though the emphasis on map skills has been increasing for the
past twenty-five years, little attention has been paid to the creation
of an organizational or developmental framework for the skills. Most
of the skill outlines that have been devised suggest that there is a

vast number of unrelated map skills, rather than that there are only

a few fundamental skills, each with a number of related subsk}lls.

In addition to overlooking such a developmental framework, existing in-
structional materials tend.to completely ignore important background
concepts that a child must understand before urdertaking a particular
skill. Standardized tests seem to parallel the instructional materials
in that they treat trhe skills as an array of unrelated tools the child
should acquire. The skills appear to be selected randomly for assessment,

In general, our survey showed that up to the present time little
thought has been given to either the interrelationship existing between
the map skills or to the related concepts, Teaching of the skills has
been incidental rather than systematic,

In conducting the survey a number of sources were consulted that
have not been cited previously, (See "Maps: Additional Sources Consulted,"
Appendix A.) The information gained from these sources, together with
the results of the sufvey and input from consultants formed the basis
for our present list of map skills. We have taken the position that a
limited number of fundamental skills run through the subarea of maps

at increasing levels of sophistication. 1In the outline, these basic




skills are introduced at the primary level and serve as building blocks

on which more sophisticated variations of the same skills are added.
We have made an attempz to deal not only with skills at increasingly

more sophisticated levels, but also with the related concepts (see the

Teacher's Resource File: Study Skills),

Figure 1 shows the three main strands we have identified in the

maps subarea: representation, location, and measurement, A brief

discussion of each strand and its divisions follows, For a more detailed

description see the Teacher's Resource File: Study Skills,

Figure 1

Strands and Divisions Within the
Subarea of Maps

/MjpS\
e

Location Measurement
: (Levels B,C,D,E,F,G) /
i’ The Scale To Scale
(Levels A,B,C,D,E,F) (Levels F,G)
Grid Direction

(Levels B,C,D,E,F) (Levels A,B,C,D,E,G)

Within the first strand, representation, two continua exist. The
symbols themselves range aiong a continuu# from concrete (e.g., pictures) .
i to abstract (e.g., lines and dots). Likewise, the reality in the
; environment that is being represerted raﬁges from concrete objects
éﬂ (e.g., a house) to area characteristics (e.g8., an urban area). The
g
j

: developmental sequence--from concrete to abstract--is obvious in this strand,
L 11
)“ .
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Location has two divisions of skills, grid and direction. The pro-
gression in grid is from using a simple picture grid to using latitude
and longitude to locate points. The skills in direction range from the
use of general terms (e.g., up, over, beside) in the environment and in
two-dimensional representations, to the use of cardinal and intermediate
directions as applied to the globe, environment, and maps.

Measurement also includes two divisions, "the scale" and "to scale."
Skills pertaining to "che scale" range from the use of crude approxi-
mation (e.g., long way) to precise computations., Skills pertainingA to

"to scale" involve the child's understanding of the need for reduction

in maps.

There are two assumptions which underlie our fundamental skills
and subskills framework: that learning can best be achieved through
the study of interrelated skills rather than isolated skills; and that
having the skills presented in a developmental sequence facilitates their
being taught in context-~for example, map skills are an integral
part of the social studies program. Creating the need to learn a skill
is essential if learning and understanding is to be complete,
GRAPHS AND TABLES

Weintraub (1967, p. 345) pointed out a basic problem with graphs and
tables: '"Graphs present concepts in a concise manner and give at a
glance information which would require a great deal of descriptive writing.

They distill a wealth of information into a small amount of space. It

is because graphic materials can do this that they are often quite difficult

to interpret. Their very strength thus creates a problem." He concluded

12

“
i
-~




S ITL A b

LRI TIRIAN R S AT T T el AT et v e

e T

T ST TR N A

=

E

that '"the ability to read graphs is a skill which must be taught" (p.347).

The critical question in teaching graphic materiais is that of
what the optimal sequence is for teaching different kinds of .graphs.
Several viewpoints regarding the relative difficulty of picture, bar,
circle, and line graphs are presented in the literature. Perhaps the focal
point, however, is not the sequencing of the graphs themselves, but rathe:
the sequencing of the skills involved in interpreting a particular graph.
A patural and logical progression of ;kills begins with a simple, pictorially
represented one-to-one correspondence and moves to include a many-to-one
correspondence with the various correspondences graphically represented
in different ways. (A graph with a one-to-one correspondence would
contain the same number of symbols as objects being represented. A
many-to-one correspondence would show each symbol standing for more than
one object.)

These graph skills are closely tied with arithmetic slkills, and in
deciding upon a viable progression for an instructional group, care should
be taken to see that there is a parallel between the mathematical back-
ground of the learners and the graph skills being introduced. For example,
a cirele graph, though generally thought to be quite sophisticated, could
be introduced at the kindergarten level to show simple proportion, i.e.,

a circle colored 25% green and 757% red, shows "many more red than green."

The content presented also plays a major role in deciding when a
graph is appropriate for a given learner. The teacher, in addition
to considering the skills necessary for:interpretation, shouid ais. be
sure the child clearly understands the need for using the graph. Wezintraub

(1967, p. 349) feels that "even though the research evidence may suggest

134G
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one particular form as being simpler to interpret than another, the subject
matter to be presented in graphic form must often dictate the most suitable
greph for ease of interpretation."

The literature pertaining to the actual teaching of graphs emphasizes
the need for the child to construct a graph, first as part of a group,
and then on his own. Data the children can gather froa the classroom or
school is ideal for these initial steps. The teaching of tables com-
plements the teaching of graphs, since a set of data is usually first
reordered in the form of a table, and later displayed in graphic form.

In summary, our survey points out that the developmental progression
in graphs and tables should be dictated not by the type of graph or
table, but rather by the particular skills necessary to the interpre-
tation of the graph or table. Context seems to determine the appropriate-
ness of the type of graph or table selected.

Our lis’t:, of graph and table skills follows a developmental progression

which begins with a simple, pictorially represented one-to-one correspondence

and includes a number of many-to-one correspondences. The picture, bar,
circle, and line graphs are introduced at various levels (see Figure 2)
primarily to provide the child with practice on a variety of graphs. It
is assumed that an appropriate context will be used for teaching each
type of graph and the related skills.

Our graph and table outline is based on the information we gained
from acd iirional sources but ‘not cited previously (see "G,rap'hs: Additional

Sources Consulted," Appendix C), the results of the survey, and input

from outside consultants,
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REFERENCE
Within the area of reference skills, the search concentrated on
the literature since 1960. This decision was made for two reasons,

First, the publication of the 1960 Standards for School Library Programs

(American Association of School Librarians, 1960, pP. 24, 25) was an event
which has brought great change in thought about school *libraries; at

the time they were published no school in the country met all -the criteria
established. One part of the Standards was sz quantitative statement of
size of collection of printed materials required for minimum service:

for books, the minimum was 6,000 to 10,000 volumes for a school population
of 200 to 999, and 10 books per student for a school population over

1000. Personnel and program requirements were also stated in the

Standards. Secondly, in the sixties the Russian Sputnik caused concern

about the quality of education in the United States, and there was a

general push toward improving all education.

In May 1968, Peggy Sullivan began her final report on a massive school

library improvement project-—the Knapp project-—-in this way:

Any history of school library development in the United.States will
“have to recognize the decade of the 1960's as a time of ferment.
The Knapp School Libraries Project, spanning the middle five years
of that decade, from March 1, 1963, through February 29, 1968,
should be recognized as product, contributor, and benefactor of
‘that ferment. The publication of Standards for School Library
Programs in 1960 was the prime cause of ferment, and the School
Library Development Project which followed focused attention on
school libraries. All activities and evaluations in school librarian-
ship must be viewed against the background of education.and the
pressures and policies which shape them. [P. jyx]

The Knapp project was funded by a $1.1 million grant from the Knapp

Foundation in 1962. It was carried out under the sponsorship of the

e 16
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American Association of School Librarians. Eight school libraries, three
secondary and five elementary, were chosen to participate. The four objec-
tives of the project were: (1) to bring the library programs in the

eight schools up to the levels of the 1960 Standards for School Library

Programs; (2) to involve teacher education institutions in the operation
of these school library programs; and (3) to enable librarians, edu-
cators, and other interested persons "~ ~haerve the programs implied in
the Standards in action; thus (4) encouraging local support for adequate
school library programs. The complete report of the project, which ended

in March 1968, is Realization: Final Report of the Knapp School . Libraries

Project (1968).
Although libraries received a great deal of attention in the 1960s,
other ideas about education became equally important at the same time.

Trump (1964) describes one of the new approaches:

Considerable emphasis is placed on discovery these days in proposals
to improve the quality of education. The goal is to produce an
educational setting where students inductively seek answers to questions
and learn concepts and skills -through personal experience. This
trend emphasizes learning by doing. . . .

This type of learning may be called independent study. Not
only are these kinds of experiences educationally sound, but they
also have real significance from the point of view of teacher utili-
zation and the physical setting for learning. Students engaged in
independent s%udy need to be under the supervision of competent
adults qualified in the subject matter being studied, but these
adults need not be fully qualified professional teachers because
they are not responsible for planning and supervising the whole
instructional system. :

Independent study facilities include laboratories, workrooms,
and the library where students may read, view, listen, and work
with the appropriate tools in each area of human knowledge. All
of these learning experiences are related and thus should be placed in
locations where they are as accessible to students as possible.
The amount of time which students spend in independent study varies

17 ae
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with the maturity, the talents and the motivations of the individual
students. For the total population of the school, and including

all age levels, the present best intelligent guess is that independent
study may occupy about 40 percent of the total time students are
regularly scheduled in school. [Pp. 2-3]

A broader, though similar, view of the activity of this time is well
stated by Francis S. Chase (Keppel, 1966):

We have left the kind of world in which teacher's chief function
was to convey information. The school composed chiefly of classrooms
is obsolete. In schools of the future, upwards of half of the student's
time may be spent in the library, in science laboratories, or in other
workrooms where he can search for knowledge, analyze data, reflect
upon the ideas which he is encountering, and put his hunches and
conclusions in writing.

The school library will provide a variety of resources, including
recordings, microfilms, slide films, videotapes, charts, maps, and pic-
tures. The most important of the resources offered, however, will
be books in abundance in the humanities, the social studies, the
sciences, and the practical arts--books of such range and variety
that there will be something to arouse the interest and further the
learning of the dull and the bright, the practical and the theoretical,

0 the poor reader, and the advanced student. (. 123]

H

Half of the skills identified in the reference area reflect the philo-
sophy that children should use the library as a place of learning. However,
it is necessary to look at activity in other areas of education, because

library skills are not the only desired objective. Davies (1969) says:

The school library becomes a force for educational excellence
when it functions as an integral supporting component of the total
educational program. Perspective in viewing:the:educational significance
-of the school library begins logically with building an understanding
of education itself. For it is the educational pattern, design and
structure which gives purpose and direction to the school library
program. The library program and the educational program are inter-
dependent, one and inseparable. The attempt to develop an adequate
understanding of the school library program in isolation from the edu-
cational program is comparable to attempting to construct a building
without blueprint or specifications. It is the educational program
which gives purpose and direction, scope and dimension, form and g
substance, significance and value to the school library program., [P, 3]} y

1

The Board of Directors of the American Association for the Advancement
of Science established the AAAS Commission of Science Education in 1962.

One major activity of the commission has been to prepare and evaluate

£,
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science materials for the early grades. Most of these materiale were designed
to improve the child's skills in using the processes in science. Uith a

process approach to science, the child would not be subje~ted to rote learning

of facts.
In 1963 the National Council for the Social Studies published a revised
and exhaustive document on study skills in its thirty-third yearbook

Skill Development in the Social Studies. The appendix by Johns and Fraser

(1963) is largely a well-organized list of study skills. The organization

used points out two facets of the area of reference skills--the great number
of skills that can be identified, and the interrelationships that exist
across subject areas. Part II of the appendix lists approximately ninety
skills that are labeled "skills which are a major responsibility of the
social studies." Approximaéely ninety more skills in Part I are labeled
"'skills which are a definite but shared responsibility of the social studies.”
These listings of skills were further classified into areas of teaching ac-
tivities, and generalized timetables for when the skills should be taught
are designated. The three suggested approaches to teaching the skills
are: (1) introduce, through planned readiness experiences, (2) develop
systematically, and (3) reteach, maintain, and extend. The time placement
categories are: early primary, late primary, early intermediate, late
‘ intermediate, junior high school, and senior high school. 1In the primary
.. and intermediate categories, the chief concern of this project, approximately
seventy skills were designated "to be introduced, through planned readiness,"
and thirty of these were to be "developed systematically."
Such a delineation of 180 skills points out again the complexity
of study skills as a whole and provides one way of gaining an overview of

the field. Helen McCracken Carpenter (1965, p. 28), although editor of
19
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the NCSS yearbook with its multiple skills listing, has been able to regroup
these many skills into just two. She writes: "Iwo basic skills underlie
all others in the gathering of information. One, facility with alpha-
betical order, is relatively easy, and most children reach a functional
level during the primary years. The other, analysis to determine key words
as guides in the search, is subtle and elusive. It needs continual emphasis
and should begin in the early primary grades with examining of the titles
of books for clues to contents.”

Bécause this great number of skills can be distinguished, and because
most of these skills cross subject areas, the search in reference skills

was not primarily within the textbook area. Sources such as Skill Development

in the Social Studies state curriculum guides for library skills, and the
well-developed objectives of a school system such as Oak Park, Illinois,
seemed more likely to cut ’écross the subject barriers than textbook series.
As a result, the reference subarea may have a less pragmatic source than
the maps and graphs subareas. Authors of other articles, books, and
curricula from various states and cities produced many variations of number
and organization of skill sequences.

Perhaps the best way to demonstrate the differences that exist between

the skills as they are presented by various authors and curriculum guides

is to compare descriptions given in a variety of sources. Take, for example,
our statement of study skills objective D.7.a (see Appendix F): The child

is able to (a) alphabetize words by first and second letters, and (b)

locate target words in dictionaries and encyclopedias. At Level D, the

26
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vbjective is pegged at roughly the fourth-grade lewvel. In other sources,
a similar objective may be stated somewhat differently and/or pegged at a
'd;ifferent grade level. This is shown in Table 3, which lists descriptions

and grade level designations of skills similar to our D.7.a found in a variety

of sources.
A careful study of Table 3 reveals more than the problems of different
grade level placement by different authorities. An additional problem is

that of terminology. The terms "introduce," "main emphasis," "planned

readiness,'" '"develop systematically," "formal presentation," "understands, "
are all unacceptable in the statement of meaningful behavioral objectives.
Needless to say, this terminology confounded the task of forming a sequential
placement of reference skills.

Another major problem is that of assigning respousibility for both
teaching and evaluating mastery of the reference skills. Consideration
of a single strand from the reference subarea--using the school library--
demonstrates the difficulty. Some schools will schedule classes into the
library for "library instruction' by the school librarian. Other school

systems will maintain an open~unscheduled type of library. where the

librarian's main function is to offer individual assistance rather than
group instruction. If the classroom teacher in an open system doesn't

: happen to teach use of the card catalog, who will assume this responsibility
for the children who are not motivated to go to the library for independent
g work? Further difficulty is caused by the problem of subject areas. Is
3 the card cafalog a language skill because the language text may have a
Z three-page chapter describing library card catalogs? Or is it a science
E skill because children need to know how to find books on chemistry while
E studying such a unit? Answers to these questions must, of course, be
\
E

provided in individual schools. - ey
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Still another problem is inherent in the fact that most of the reference

skills are designated to be 'reviewed" or '"retaught' so that what evolves is
a spiral pattern of teaching every skill each year, with no guides stated
as to what can be mastered at the various levels of the spiral. What library
skills are absolutely essential for an adult to find a book about gardening
in the public library? One answer could be: None, the person could ask
the librarian. However, most adults prefer more independence of action.
Careful analysis of the task shows a need at a lower level for simple
alphabefical skills, which can be mastered at the primary level. Our
approach, then, was first to identify essential skills and then to trace
the spiral of development in order to find various checkpoints along the
skill development sequence. These checkpoints eventually became either the
teacher observations or the paper and pencil tests constructed for the Design.
"Correctness" of placement has been checked with some textbooks, but
examination of textbook series, conferences with teachers and, eventually,
pupil tryouts showed that there is no agreement on grade placement. Indi-
vidual differences in experience and ability account for a great deal of
the difficulty in specifying grade placement for the reference skills.
The assumption that study skills include use of the school library,
and that such skills are related to school achievement, seems to have been a
fundamental premise of the Elementary and Secondary Education Act of
1965 (P.L. 89 - 10), under which great amounts of money were appropriated
for school libraries. Frank Stevens (1966), in an article called "An

Even Break for the Poor," emphasizes the need for all children to have access

to good library services.
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Since the school library is an integral part of the
school's instructional program, efforts to provide special
programs, projects, and resources to improve the education
of deprived children must necessarily take cognizance of
school library service: specifically wmore librarians and
library clerks, new or improved library facilities, and
more books and other resources than Title II alone would /
allow. Since one of the biggest problems in working with . f_/
the disadvantaged is teaching them to read and maintaining !
their interest in reading, the role of the library is crucial. [P. 1012]

=

Thus, in the area of reference skills, it is easy to find literature
which describes the importance of the study skills, but it is more difficult
to find sources which define the skills adequately and nearly impossible
to arrive at a consensus on skill placement. From the array of skills listed
and described in the various sources, we selected those that were either
mentioned more frequently or those that fell within certain frequently men-
tioned organizational patterns. Settling upon an organizational structure
was our next step. Many more educators have been willing to state overall
organizational patterns than to venture definitive grade placements for
skills. For example, Carpenter's two general skills were mentioned previously
(Carpenter, 1965); and Johns and Fraser (1963) organized their work into
eight categories for the '"shared skills'": locating information; organizing
information; evaluating information; acquiring information through reading;
acquiring information through listening and observing; communicating orally
and in wricing; interpreting pictures, charts, graphs, tables; and working
with others. Other sources examined were Herbert (1966, p. 66), who presents

three organizational areas, the receptive, the reflective, and the expressive;

Lowrie (1961, pp. 98~9§),'who'uses ten orgagizatisnal -areas:.. ‘helpiing children,

to know and love books, introduction to the library, parts of a book,

a1




classifications aud arrangement of books and materials, the card catalog,

encyclopedias, dictionaries, special reference books, magazines, and using

the public library; and Mahoney (1965), who arranges various skills under
seven areas: the alphabet, <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>