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COLLEGE STUDENTS READING
TO PRESCHOOLERS

David Hayes

UNIVERSITY OF VIRGINIA, CHARLOTTESVILLE

It is not enough to expose future teachers and parents to
good literature for children. It is important that they see young
children reacting to books being read to them, an opportunity
education majors get during preservice training. Non-education
majors enolled in my children's literature class were given, as
an alternative to a traditional term paper, a chance to interact
with preschoolers through the medium of books. Twenty-one students
chose to participate in this project.

lLocal libraries and preschools are usually eager to have
volunteer help for reading and telling stories to groups of chil-
dren. Dr. Patricia Crock, of the University faculty, had long
utilized them in conjunction with children's literature classes
she teaches. In all, 1 found seven facilities willing to accommo-
date the needs of the project. Seven students were assigned to
the University's Child Development Center, two students to the
University's Speech and Hearing preschool, six students to three
local libraries, and six students to two local preschools.

Fach student's assignment included reading/telling stories
to a group of children for a total of six sessions, spaced a week
apart. Each student then submitted a written report to me, describ-
ing his or her experiences with the children. These reports
provided the data for this article. All twenty-one students com—
pleted the assignment.

The Students

Students participating in the project were non-education
majors. They attended different schools of the University including
Arts and Sciences, Commerce, and Nursing. They were sophomores,
Juniors and seniors, and no one was planning a teaching career.

The Class

Students in this project attended weekly classes in children's
literature. This contact was important for several reasons. Tt
enabled the students to explore the many kinds of books for young
children, ranging from Mother Goose rhymes to contemporary real—
istic fiction. In a class setting, these books were analyzed as
to their literary quality, value orientation, and relevance for
young children. Comparing books with similar themes, as sibling
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rivalry or divorce, gave students a basis from which to select
books to share with their young audiences.

The children's literature cluss also provided o chance for
Lhe students Lo mect aed diccuss comnon cotset i bt roand-
ing experiences. For example, a student having difficulty with
keeping children's attention had twenty other students' experience
to draw upon in finding a solution.

The knowledge base of the course provided students with
valuable information. A focus of the course is matching available
books to the cognitive level of developing chilren. Such topics
as egocentricity in preoperational children and evolving attention
to print were explored in the course.

Perhaps the most important. aspect of taking the course while
participating in the project was that the importance of reading
to children was constantly being reinforced. Discussions often
focused on the value of having been read to in the students' own
early lives in terms of concept development,, development, of a
sense of story structure, familiarity with the unique prosody
of the written word, and promoting a lifelong love of books. These
understandings easily transferred to the reading experiences being
shared with the children.

The Preschoolers

The children being read to ranged in age from two to six,
with the majority preschoolers as well as a few kindergarteners
and f{irst graders who attended the libraries' story hour sessions.
A cross—section of the commnity's children were represented in
the reading groups. Children from two to six constituted the
library story hour groups, while in the preschool settings, chil-
dren of two and three were usually in a different group from that
of the four year olds. Group size varied from about three to eight
children. The preschool groups tended to remain constant over
the weeks, while the library groups changed from week to week.

Lessons lLearned

All students found their experiences rewarding, but most
incurred some conflict, or problem over the course of the sessions.
The written reports demonstrated that many lessons were learned
from reading to groups of children. Recommendations abounded con—
cerning motivation, attention span, related activities, and kinds
of books. These areas will be discussed in turn.

Motivation

Children naturally 1like being read to. At times it takes
little else than just an announcement that a story is about to
be read for children to flock around the reader. Yet, children
involved in other play activities often need a more creative intro-
duction to reading time than a mere call to gather. Most of the

students reported that they just didn't start in with the story.
A few of their successful motivating techniques follow:

1) The student sat in a chair and began to sing. A quiet, yet
catchy tune initiates interest, in the singer who soon becomes
reader/teller.
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The student entered the room quacking and waddling like a
duck, and proceeded to read a story about ducks. Assuming
a novel role adds excitement, to reading time.

The student called each child to her, by name, one at a time.
This special touch makes the story hour warm and personal.

Once the student had the children in front of her, she learned
to direct their attention to her and the book she was about
to read. The student learned that the book must face the
children so that the illustrations could be seen by all.

Attent;ion Span

Preschoolers have notoriously short attention spans. Students

who chose lengthy stories soon learned that they had lost their
audience. Following are some recommendations for maintaining atten—
tion to the reading activity:

1)

2)

3)

The student selected more than one book to share during the
story hour. A rule of thumb is three or four short boocks
per half hour.

The student varied the types of books being shared. Rather
than reading three folktales, better to choose one folktale,
one concept book and some short narrative story.

The student involved the children in the stories through
vocal wparticipation, questioning, and being responsive to
children's comments about the story. While a couple students
were amnoyed by children's interruptions of the reading,
most observed that this verbal interaction is a positive
opportunity for oral language development.

The student rehearsed the book before sharing it with chil-
dren. This pre-reading gave the reader more confidence in
stressing key phrases and unique dialogue. When one reads
a book and really likes it, enthusiasm for the story is shared
along with the book itself.

The student learned to have respect for the audience, despite
their young years. Children have a genuine interest in listen—
ing to stories, and while some restlessness is natural for
young children, a rising volume of seat squirming is an indi-
cation that a particular bocok is not interesting. Not all
stories will appeal to all children, and some stories will
appeal to very few.

Related Activities

The use of books leads to other, related activities. Some

of the creative situations used by the students to hold and expand
the impact of stories and concept books follow:

1)

2)

The student drew pictures of characters as they appeared
in the story. This technique brings the story alive for many
children. It also proves useful to young children who have
difficulty holding all of the story's characters in their
minds.

The student dressed up stuffed animals to represent characters
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3)

4)

5)

6)

7)

in the story. A different child held each animal and raised
it above his head when the character appeared in the story.
This technique helps yvoung children maintain an interest
in the actions of a particular character.

The student had the children act out the actions of the story
as she read it.. Children must listen closely to a story when
they are to represent it in movement.

The student, after reading the story, had the preschoolers
dictate their reactions to the story. Children who have an
opportunity to note that their reactions or feelings are
being written down realize that their ideas are being valued
and have a chance to gain a little more experience with the
speech to print match.

The student used the book about feelings as a springboard
for the children to discuss the variety of feelings they
share. Books are wonderful motivators for children to open
up and talk. They provide a focus for discussion.

The student told, rather than read, a story. The rich legacy
of storytelling brings teller and audience closer as one
medium, a book is removed from between them.

The student, after sharing a book, made it accessible to
the children. Children will naturally pick up a bock that
has been read to them and '"read" it themselves, remembering
some passages, inventing some dialogue, and feeling successful
at this pre-reading stage.

Kinds of Books

Picture books for young children abound. While the students

found that most children enjoyed a variety of styles of books,
they judged the book's illustrations to be a most important deter—
minant of its appeal. Children responded best to books containing
brightly colored yet simply drawn illustrations. One student re-—
ported that "the easier the pictures were to understand, the more
the book was enjoyed."” Following are some of the types and titles
of books that were favorites of the preschoolers:

1)

2)

3)

Books which promote the rhythm of langua e — Mother Goose
books with their familiar rhymes allow children to join in
the play of choral resitation. Similarly, Theodor Geisel's
Dr. Seuss books make language fun to hear and say. Students
read many of the Dr. Seuss titles, including Mr. Brown Can
Moo, Can You?, Dr. Seuss' Sleep Book, and Green FKEggs and
Ham.

Wordless Picture Books - The use of these books helps pre-
schoolers understand that books can tell a story and pre-
readers themselves may make up a story line to accompany
a wordless or nearly woodless book. Some of the books read
by the students were Pat Hutchins' Rosie's Walk and Changes
Changes, Mercer Mayer's One Frog Too Many, and Peter Spier's
Caldecott winner, Noah's Ark.

Predictable Books—Pre-and beginning readers need books which
are predictable in nature. As with other areas of experience,
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reading is an anticipatory act wherein the reader or listener
wants to verify his expectation of what is likely to happen
in a story. Boocks which highlight this human predilection
are both educationally valuuable and fun. Sometimes the book
capitalizes on repeated phrases, making the book most pre—
dictable as Margaret Wise Brown's Goodnight Moon and Maggie
Duff's Jonny and His Drum. Other bocks include events which
trigger probable subsequent events as Beatrice Schenk de
Regniers' May 1 Bring a Friend?

4) Animal Stories— Children love animals wild and ferocious
and animals tame and adorable. Children's inquisitive minds
and trusting natures make them responsive to both realistic
and fanciful animal stories. Some of the animal stories shared
with the preschoolers were Anrold Lobel's How the Rooster
Saved the Day, James Marshall's Yummers, and Emily Hanlon's
What If A Lion Fats Me and 1 Fall Tnto a Hippopotamus Mud
Hole?

5) Participation Books— There are books which practically secduce
the listener into repeating its phrases, oinking like its
pigs, howling like its wolves, or quacking like its ducks.
No group of preschoolers can resist. joining in on "Hundreds
of cats, thousands of cats, millions and billions and trillions
of cats," from Wanda Gag's classic tale Millions of Cats.
Other books shared which invited children's par‘ticipation
included Esphyr Slobodkina's Caps for Sale, Dr. Seuss' Mr.
Brown Can Moo, Can You? and John Burningham's The Rabbit
and The Dog.

6) Familiar Characters— How we love to follow the adventures
of a favorite character! Children are as eager to hear new
episodes of characters met in earlier read books. Many of
the students read several books in a series. Among them are
Russell Hoban's Frances, Martha Alexander's Blackboar Bear,
Flse Minarik's Little Bear, and E.A.Rey's Curious George.

The twenty-one students who participated in this reading
project learned a great deal about the children and about sharing
books with children. Certainly, they learned that reading to chil-
dren involves a triad of elements: enthusiastic reader, actively
involved listener, and meaningful book. On a human level, the
book is probably less important than the interaction of reader
and listener. As one student so aptly advised, "It's not the book
you choose to read but how much of yourself you are willing to
put. into the children."
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ASSESSING AND EXTENDING
COMPREHENSION: MONITORING
STRATEGIES IN THE CLASSROOM

Amos L. Hahn

UNIVERSITY OF MARYLAND

Comprehension monitoring, research has shown that younger—
aged subjects and poor readers at all grade levels do not monitor
their comprehension while reading text. (Garner, 1981; Garner &
Reis, 1981; Hare, 1981; Owings, Peterson, Bransford, Morris &
Stein, 1980; Paris & Myers, 1981). Students do not know how to
effectively summarize text, they do not know the difference between
reader-based and text-based questions, and they often rate positive
reading strategies as not being helpful. Researchers are now train-
ing subjects who are labeled as poor comprehenders or weak compre—
hension monitors to use effective text monitoring strategies.
The results of these training studies are encouraging and hold
great. promise for the classroom teacher who is interested in help-
ing students to better comprehend and remember text. As to the
feasibility of incorporating monitoring instruction into the class—
room curriculum, Pearson (1982) states '"the systematic application
of direct instructional approaches in the area of comprehension
instruction has led to superior comprehension..." (p. 10).

Three comprehension monitoring strategies that seem viable
for classroom instruction and application are: (1) summarization
of text, (2) self-initiated questioning, and (3) differentiation
of reader-based and text-based questions. Research supporting
the instructional validity of each of these strategies will be
discussed.

Brown, Campione and Day (1981) identified six basic rules
essential to summarization. The six rules are (1) deleting unneces—
sary or trivial material, (2) deleting material that is important
but redundant, (3) substituting a superordinate term for a list
of items, (4) substituting a superordinate term for components
of an action, (5) selecting a topic sentence, and (6) inventing
a topic sentence when none is provided.

Day (1980) explored whether junior college aged subjects
could be trained to use summarization rules. Subjects were divided
into two groups: (1) average students with no reading or writing
problems and (2) remedial students with normal reading abiiity
but diagnosed as poor writers. Four instructional conditions were
used which varied on a continuum from less explicit to most expli-
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cit. The major difference among the conditions was the amount
of modeling done by the researcher. Results of Day's study indi-
cated that the more mature students derive greater benefit from
Lraininy, and need less explicil instructloun. The remedial students
only tared well in the most explicit treatment. conditions.

McNeil and Donant (1982) randomly assigned 23 fifth-grade
pupils to one of three groups: (1) a sumary rule training group,
(2) a sumary writing group, and (3) a non-instructional control
group. Students in the rule training group were trained to use
the six summary rules. The trained group out-performed the two
control groups in writing post-test summaries.

A second monitoring strategy that appears to help students
better remember and understand text relates to the training of
students to ask themselves questions while reading text. Brown
(1981) states "...by teaching students to generate self-questions
we teach students metacognitive processes, such as (a) setting
purposes for study, (b) identifying and underlining important
segments of material, and (c) thinking of possible answers to
questions. The self-questioning strategy leads the student to
an active monitoring of the learning activity and to the engage-—
ment. of strategic action" (p. 38).

Andre and Anderson (1978-9) trained high-school students
to generate self-questions about important points while reading
narrative prose. The self-questioning procedure was modeled by
the researchers. Results of this study showed that generating
self—questions facilitated better learning than did rereading
or making up questions without regard to important points.

Using schema theory as a framework, Singer and Donlan (1982)
taught eleventh-grade students to generate self—questions by teach-
ing that many short stories contain a problem-solving type of
schema. In conjunction with this problem—solving schema, students
were taught to generate schema-general and story-specific questions.
This study indicated that trained subjects asked themselves more
questions about important information than did control subjects.

Garner and Kraus (1981-2) suggest that poor comprehenders
are not aware that not all information that is read can be stored
in one's memory. Students need to be taught corrective strategies
that could be used when their comprehension begins to falter.

Sixth and seventh grade students were taught to use a lookback
strategy by Garner (1982). They were taught that if text-based
questions required multiple pieces of information, they should
refer to text for answers. Students were also taught that the
answering of reader-based questions required the integration of
information that was read with one's prior-knowledge information.
Garner found that with training, good compehenders at both levels
were more likely to use text lookbacks effectively. She also found
that training and practice improved performance for all groups
and this improved performance maintained over time.

Raphael and Pearson (1982) trained fourth, sixth, and eighth
grade average readers in the use of three question types and their
implied question—-answer relationships. The three question-answer
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relationships were: (1) text explicit (information used to create
the question and to form the appropriate response is located within
a single sentence in the text), (2) text implicit (information
used to create the question and to form the response was found
in the text but answers integrated information across sentences,
paragraphs and pages), and (3) script implicit (based on informa-
tion in the passage but required readers to search their own know-
ledge base for answers). Results of this extensive study demon-
strated that trained subjects did better on the question-answer
relationships than did their control peers.

Most of these studies incorporated three essential learning
ingredients in their training methodology. These three ingred-
ients were (1) modeling, (2) practice, and (3) feedback. If we
as teachers also incorporate these ingredients in their monitoring
lessons, students can be trained to successfully monitor their
reading and comprehension of text.

Before a teacher does any monitoring instruction in his/her
classroom, s/he may want to determine whether his/her students
do or do not monitor their comprehension. An easy way to obtain
this information is by administering a comprehension monitoring
questionnaire. Paris and Myers (198l) gave a reading strategy
questionnaire to fourth-grade good and poor comprehenders. The
questionnaire consisted on 25 reading strategies: 10 positive
reading strategies, 10 negative reading strategies and five neutral
reading strategies. Students individually rated each of the strate-
gles according to a nine-point scale. Questionnaire results indi-
cated that poor readers were less aware of detrimental influences
of negative factors on comprehension than good readers, while
their ratings of positive and neutral factors were equal. Readers
who were low in comprehension also showed more reversals of ratings
—they rated negative strategies as positive and vice versa.

As part of a dissertation study (Hahn, 1983), a modified
form of the Paris and Myers questionnaire was used in order to
identify "weak'" comprehension monitors. One hundred and nine sixth—
graders were given the questionnaire, which consisted of five
positive and five negative reading strategies. Each statement
was read aloud to a total sixth-grade class. Students rated each
statement on a four-point scale. The rating scale was explained
to the students as follows: 1f a strategy is used all of the
time, mark it always; if used most of the time, mark it almost
always; if used only now and then, mark it almost never; and if
never used, mark it never.

Table 1 — Questionnaire

Does it help to understand a story if you...
1. Think about something else while you are reading?

always almost always  almost never never
2. Write it down in your own words?

always almost. always  almost never never
3. Underline important parts of the story?
_ always _ almost always  almost never _ never
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L. Ask yourself guestions about the ideas in the story?
_always _ almost always _ almost never _ never
H. Write down every single word in Lhe story®

 always  almost always ~ almost never _ never
6. Check through the story to see if you remember all of it?

_ always  almost always __ almost never _ never
7. Skip the parts you don't understand in the story?

_always  almost always  almost never _ never
8. Read the story as fast as you can?

~always  almost always _ almost never  never

9. Say every word over and over?

always almost always almost never never
10. Ask questions about parts of the story that you don't under-
stand?
always almost, always almost, never never

Positive strategies (Questions 2, 3, 4, 6 and 10) were scored
as follows: +2 for always; +1 for almost always; -1 for almost
never; -2 for never. Negative strategies (Questions 1, 5, 7, 8
and 9) were scored just the reverse of the positive strategy scor—
ing. Fach student's monitoring score was determined by first adding
the plus scores and then adding the negative scores. The difference
between these two sums was then calculated. Scores may range from
a +20 to a -20. In the dissertation study, students who received
a score below the mean (X = 3.4) were labeled as "weak" monitors.
Although this group of students was heterogeneous in reading
ability, Paris and Myers' (1981) findings were replicated. Many
of the students labeled as "weak" monitors rated positive strate-
gies as not being very helpful. These two pieces of research evi-
dence suggest. that the questionnaire could be of assistance to
the classroom teacher in identifying subjects who could benefit
from monitoring training.

Such a modified questionnaire could be a helpful monitoring
assesgment, instrument for classroom teachers in grades four through
twelve. Teachers could give the questionnaire to their entire
class in a matter of 15 to 20 minutes. In assessing each student's
monitoring attitude, teachers may want to analyze only the positive
strategy statements. Students who rate these positive strategies
as not being very helpful may benefit from some monitoring training
in those strategies. Teachers could also tally the total question-
naire. Students who receive a low positive score (-4 or below)
or a negative score would be candidates for monitoring training.
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Table 2
Strong Monitors Weak Monitors

Positive
Strategies Helps Doesn't Help Helps Doesn't Help
Q2 60 (18)  LO% (12) 16% (5) 84% (25)
Q3 366 (11)  6uh (19) & (2) 9%k (28)
QA 66% (20)  34% (10) 13% (L) 87% (26)
Q6 80 (24) 206 (6) 16% (5) 8% (25)
Q 10 100% (30) o% (0 10% (3) 9% (27)
Negative
Strategics
Q1 &b (2) e (28) L0% (12) 60% (18)
Q5 3% (1) 9 (29) 206 (6) 80% (24)
Q7 3% (1) 9% (29) 43% (13) 5% (17)
Q8 o% (0)  100% (30) 40 (12) 60% (18)
Q9 166 (5) 8L% (25) 2656 (8) Tu%h (22)

N - 60

Training Students to Use Strategic Behavior

When training students to use monitoring strategies, exposi-
tory text should be used for two reasons: (1) expository text
is more difficult to read because of informational density and
difficult vocabulary and (2) it becomes very important to school
learning after the primary grades. Let me now suggest two monitor-
ing strategies that could be taught to students. Teachers are
often frustrated when they ask students to summarize what they
have read. In many instances, students copy verbatim the text
they have read. Such students are good candidates for effective
summarizing instruction. Before summarizing instruction is begun,
the teacher should go through the expository text to be used and
s/he should identify the important. pieces of information in that
passage. It is often helpful to do this task with another teacher.
If both teachers identify the same pieces of information, one
can assume that the most important pieces of information have
been selected. If there are any major discrepancics, both teachers
will need to discuss their choices and come to an agreement. Once
this step is accomplished and appropriate information has been
selected, teachers can begin their summarization instruction.

Begin the instruction by having students read a short exposi-
tory passage (about 200 words). Following the reading of the
passage, have the students write down what they consider to be
the important points from the story. After this is completed,
have the students draw a line under their important points and
proceed by summarizing the important information in as few words
as possible. When this activity is completed, have each student
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conduct an "efficiency rating," {(an idea that originated in the
research literature—Garner, 1982).

An "efficicney rating” is obtained by dividing the number
of  Important points cach student wrobc down by Lhe number of words
in the written summary. For example, suppose students were given
a passage that contained eight important pieces of information.
Student. X wrote down five important points and his/her summary
contained 30 words. Student X's efficiency rating would be 5/30
or .16. An efficiency rating of .16 is considered very weak, and
ratings of .26 or more are considered good.

Students should then be told why their efficiency ratings
are weak. They should be made aware that it is important to iden-
tify all the important information in the story and to summarize
this information in as few words as possible. With practice and
teacher feedback, students can be taught to more efficient in
summarizing.

Another monitoring strategy that could be taught to students
is asking self-questions about the main idea in a story (Andre
& Anderson, 1978-79; Hahn, 1983). Using expository text, teachers
should model this process for the students. The process involves
locating the main ideas in a passage and asking one's self ques—
tions concerning those main ideas. The teacher demonstrates the
way this questioning encourages the identification of supportive
information for the main idea. The first couple of times that
the students use this process, they should be encouraged to write
their self-questions down on paper. This will allow teachers to
help students evaluate whether or not their questions are indeed
main idea questions. Once students have mastered the skill of
locating the main idea and asking a self—question about it, they
need no longer be required to write their questions on the paper.
Teaching students to ask themselves questions about the main ideas
in stories demonstrates for students the purpose of superordinate
and subordinate information in text. Answering their main idea
questions gets students to mentally rehearse important information.
As a result, student retention of relevant information should
increase.

One final suggestion would be to discuss with the students
why the negative strategies (Ques. 1, 5, 7, 8, & 9) are not helpful
for effectively studying and remembering text.. To make a point,
teachers might encourage students to read a passage as fast as
they can. Following this rapid reading, they should be asked to
retell everything they remember. The retellings usually contain
minimal information. Students could then discuss why this strategy
is not good. Only by making students aware of the effects in this
manner can we convince them that such strategies are futile.

Thus, through assessing students' monitoring attitudes, teach-
ing students to use effective monitoring strategies, and discussing
why negative strategies hinder their comprehension processes,
teachers can help students not only become aware of effective
learning strategies but actually begin to use them. The end results
of this monitoring instruction should be improved comprehension
of text!
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COMPETENCY MODEL FOR PRESERVICE
TEACHERS IN A BASIC SKILLS COURSE

Mary Sue Eckert

QOHIO UNIVERSITY

John Wollenberg

MISSISSIPPI STATE UNIVERSITY

A theoretical competency based model was established in this
study incorporating academic achievement, aptitude, and attitudinal
variables related to performance on criterion-referenced tests
in reading. The model utilized the predictor variables for perform—
ance on criterion-referenced tests. The predictor variables con-—
sisted of high school grade point average, ACT composite score,
vocabulary score, reading comprehension score, major, and attitude
toward reading. A review of the literature indicated a lack of
studies dealing with the utilization of predictor variables for
preservice teacher reading competency modeals in a basic skills
course 1n the teaching of reading.

Specific features of the theoretical competency based model
include cognitive learning through instruction as measured by
performance on four criterion-referenced tests in the basic course
ment.ioned. The four criterion-referenced tests operating as assess-
ment instruments 1in the teaching of reading concentrate on the
theoretical criteria of linguistic-cognitive models, reading readi-
ness, approaches to the teaching of reading, word recognition
skills, comprehension skills, and research and study skills (Artley
1978; Burns & Roe, 1980). These four tests for measuring perform—
ance and the six selected predictor variables are represented
graphically (Eckert, 1983), on the following page.

The predictor model serves as a primary means of educational
evaluation of foundation courses. Educational evaluation for pro-
gram planning and counseling requires the accurate assessment
of student achievement, aptitude, and attitude (Wallace & Larsen,
1979). This model was developed for counseling preservice teachers
and altering foundation courses to meet the individual needs of
a heterogeneous collegiate student body.

METHODS

The subjects for this study were 61 prospective teachers
who were majoring in elementary and special education. These sub-—
Jjects registered for and completed the basic skills course in
the teaching of reading at a land-grant university in Mississippi
in the spring and fall semesters of 1982. It was anticipated that
all subjects would be elementary and special education majors.
However, seven of the 61 subjects had other majors.
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COMPETENCY MODEI, FOR PRESERVICE TEACHERS'
PERFORMANCE TN A BASIC SKILLS COURSE IN TEACHING READING
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The research design was a correlative and descriptive ex
post. facto study. The variables selected were each subject's high
school GPA, composite score on the ACT, attitude toward reading
as measured by the five subscales of the Rhody Secondary Reading
Attitude Assessment, declared major (elementary and special educa—
tion), vocabulary score and reading comprehension score as measured
by The Nelson-Demny Reading Test, Form C (1973), and score achieved
independently and summatively on each of the four criterion-refer—
enced reading tests.

The statistical techniques utilized were the Pearson product-
moment. correlation coefficient and analysis of varlance. A one-
tailed test was used for finding the simple correlations among
the sclected variables of high school grade point average, ACT
composite score, attitude toward reading, vocabulary score, and
reading comprehension score with achievement scores from individual
and total scores on the four criterion-referenced tests. Major
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was tested using a two-tailed test due to the lack of evidence
for a positive correlation in the literature. A relationship was
considered significant at the .05 level.

RECULTS

Table 1 displays the simple correlation coefficients betwecen
all independent variables paired with each dependent variable.
Significant correlations with Test 1 were ACT composite score
(r=.57), vocabulary score (r=.52), high school grade point average
{(r=.50), comprehension score (r=.40), and major (r=.31). The sig-
nificant correlations with Test II were ACI composite score (r—.64),
vocabulary score (r=.58), high school grade point. average (r=.54),
comprehension  score (r=.54), major (r=.37), and attitude toward
general reading (r=.24). The significant correlations with Test
III were ACT composite score (r-.59), vocabulary score (r-.53),
high school grade point average (r=.47), comprehension score
(r=.42), major (r=-.28), and attitude toward reading in the library
(r=—.25). The significant correlations with Test. IV were ACT com—
posite score (r=.58), high school grade point average (r-.49),
comprehension score (r—.36), major (r——.26), and attitude toward
reading in the library (r=-.21). The significant correlations
with the Total Score were ACT Composite score (r=.66), vocabulary
score (r=.60), high school grade point average (r=.56), compre—
hension score (r=.48), and major (r=-.34). ACT composite score,
vocabulary score, high school grade point average, comprehension
score, and major consistently were significant with the dependent
variables. From Table 2 it can be concluded that the negative
relationship between major and achievement found on Table 1 was
a result of the high coding for elementary majors who consistently
had the lowest mean scores (X) for achicvement on all five test
scores in a basic skills course in the teaching of reading. Other
majors achieved higher mean scores on four of the fivea test scores.
The highest mean score on Test IV was made by special education
majors. The Scheffc test, however, revealed that the only statis—
tically significant difference between mean scores was on Test
I in which elementary majors had a lower mean score than other
majors. The significant correlation of these predictor variables
with the dependent variables indicated that these variables may
be important when investigating the models for the prediction
of performance on each dependent, variable. {Tables 1 and 2 on fol-
lowing page.)

CONCLUSIONS

As concluded through analysis of the data, significant corre-
lations existed among achievement on individual and total scores
from the four criterion-referenced tests in a basic skills course
in the teaching of reading for preservice teachers with the predic—
tor variables of ACT composite score, vocabulary score, high school
grade point average, and comprehension score. A significant nega-
tive correlation existed between achievement on criterion-reference
tests and the predictor variables of major and attitudes toward
reading in the library and general reading.

Major was a predictor variable that was significant in the
general correlation and the literature (Barter, 1974). A negative
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Table 1
Results of Pearson Product-Moment Correlation (r)
Relating Predictor Variables to Achievement Associated
with Understanding of a Basic Skills Course in the
Teaching of Reading

Correlation Coefficient (r)

Predictor Standard
Variables Mean Devia~ Testt Test Test Test Total
tion 1 IT 111 IV Score

High School 2.95 .55 LH0¥® GL %X J7RR ) O¥% BOX¥
GPA
ACT Composite 15.48 5.35 L5 LBI R 5G%% L8%x% H6X*
Score
Ma jor NA NA = 31%x  _ 37%%_ 28%%_ Dh%_ D %%
Attitude/School 6.75 2.28 -.03 .16 .06 .09 07
Related Reading
Attitude/Reading 6.46 2.27 -.17 —.04 —.25% - 21*% .19
in the Library
Attitude/Reading 6.52 2.43 -.08 160 .08 -.02 .04
in the Home
Attitude/Other 18.20 3.61 -.02 L .08 07 .07
Rec. Reading
Attitude/Gen— 50.57 10.30 .01 2L% .06 .13 A2
eral Reading
Vocabulary 27.70 14,.60 . 52%% L58%% _53%% L5O%x (%%
Score
Comprehen— 17.87 5.58 O CBLXX LXK 3EXK ] %X
sion Score

*  Significant at .05 level ** Significant at, .01 level

Table 2
Means (X) and Standard Deviations (S.D.) for
Elementary, Special Fducation, and Other
Majors on Five Achievement Scores
Elementary (E) Special FEducation (SE) Other (O)

Achievement, T o 5 7 .
Test Scores N X S.D. N X S.D. N X 5.D.
Test 1 48 63.23 6.73 6 67.17 6.7, 7 69.29 5.85
Test 11% L8 76.56 7.49 6 82.00 8.69 7 8,.71 5.65
Test, TIT 48 75.77 10.17 6 B8l.33 9.46 7 83.43 7.93
Test, TV L8 76.58 8.31 6 83.67 6.12 7 80.57 8.28
Total 48 307.95 30.27 6 330.96 30.41 7 335.32 27.21
Score

¥ Significant differences at

.05 level (0> E).
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relationship existed, however, because the vast number of elemen—

tary majors consistently have the lowest scores in achievement

and the highest code number among three classificat.ions of majors

(L8 elementary majors, © special educalion majors, and 7 other

majors) .

A review of these variables implied a theoretical competency
model for achievement on criterion-referenced tests in a basic
skills course in the teaching of reading. From this theoretical
model and study, additional research should be generated in order
to develop prediction equations for achievement 1in the course
mentioned.
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TEACHING THE PROCESS OF
INFERRING THROUGH A
LISTENING GUIDE

Donna E. Alvermann
UNIVERSITY OF GEORGIA, ATHENS

Frequently 1 observe early childhood education majors who
are enrolled in a field-based reading course attempt to help young
children learn to infer by the '"testing-not-teaching" method.
Though well meaning, these soon-to-be teachers are operating under
the false assumption that merely asking children enough inference-
type questions will eventually result in their ability to infer
(cf. Herber & Nelson, 1975). The fallacy of this assumption soon
begins to take its toll-—both on the teacher intern and on the
children. The frustration that ensues is predictable.

On more than one such occasion I have intervened by intro-
ducing a listening comprehension guide during our next seminar
back on campus. Using a listening comprehension guide to help
children learn to make inferences is effective and makes good
sense for a couple of reasons:

1) Showing children how to interact with text for the purpose
of inferring meaning from it makes more sense than expecting them
to improve simply by practicing a skill they've never been taught.

2) "If," as Pearson and Fielding (1982, p. 626) have noted,
"we take construction models of language comprehension seriously,
then we have to provide children with many opportunitities to
'negotiate' a model of meaning for text with the author of that
text.. Such practice can proceed just as well in a listening as
it can in a reading mode."

What follows, then, is a Ilistening procedure for helping
even very young children learn how to '"negotiate" meaning from
an author's implied statements. Before describing this procedure,
however, the rationale for selecting. listening rather than reading
as the preferred mode of instruction is discussed briefly.

Why Listening?

The fact that only a limited number of listening curricula
exist in our schools, despite the relatively large amount of time
children spend listening, has prompted Pearson and Fielding (1982)
to suggest that we consider giving more emphasis to listening
activities. Although this 1is certainly a reasonable suggestion,
it was not the primary reason for choosing listening over reading
as an instructional mode for teaching young children how to infer.
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Rather, it was the preferred language art in this instance because
listening comprehension is thought to develop quite naturally
in most youngsters (Kean, 1982). Unhindered by the need to concen-
trate on decoding, written text, children who engage in listening
activities are iree to devote their attention to the inference-
making aspects of the comprehension process.

Another reason for choosing listening over reading as a means
for helping young children learn to infer is the fact that teachers
have the opportunity to select instructional materials without
regard for the readability of those materials. This makes it pos-—
sible to use the many fine trade books written for children, as
well as any recordings of those books.

Finally, much of the research on story comprehension (Mandler,
1978; Nezworski, Stein, and Trabasso, 1982) has been conducted
with children using a predominantly listening mode. This fact
also supports the feasibility of choosing listening over reading
as a means of introducing youngsters to the inference-making
process.

Getting Started

The first step in planning a listening comprehension guide
is ‘to set the purpose for using one. In this instance it will
be to involve children in inference-making through a teacher-led
discussion. Secondly, it helps to choose instructional materials
that lend themselves to the process being taught. Since this
article will describe a procedure for helping young children learn
to infer, Ezra Jack Keats' The Snowy Day (1962) is especially
appropriate.

This well known children's book tells of how Peter awakens
one morning to find that a heavy blanket of snow has covered
everything while he slept. He goes for a walk by himself and has
great fun making tracks in the snow. At one point. Peter notices
a group of older youngsters who are engaged in a snowball fight.
Momentarily, he even considers joining them, but then, sensing
that he's not quite old enough, Peter goes off by himself to make
a snowman and angels in the snow. He even pretends that he is
a mountain climber! Finally, Jjust before entering his warm house,
Peter packs a large snowball and puts it in his pocket for tomorrow.
Once inside, he tells his mother all about his adventures as she
removes his wet clothing. Toward bedtime Peter checks his pocket
for the snowball, but his pocket is empty. Sadly, Peter climbs
into bed and dreams that the sun has melted all the snow. But
the next morning when Peter awakens, he finds that the snow is
still everywhere. Tn fact, new snow is falling! After breakfast
Peter calls to his friend across the hall, and together they go
out to play.

The Listening Guide

After setting the purpose and choosing the appropriate mate—
rial, construction of the Ilistening comprehension guide itself
can begin. Drawing upon Herber's (1978) concept of the three levels
of comprehension, the following guide was constructed to help
children identify the necessary information for making an infer-
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ence. Although The Snowy Day contains several story segments in
which children would be expected to make inferences in order to
understand fully the author's intent, only one is illustrated
in the guide below. Consequently, only a limited number of statc-
ments appear in each of the three levels of comprehension. A good
rule of thumb, in fact, is to keep the listening comprehension
guide simple, at least initially.

Directions for the teacher 'The book that I am going to
read to you today is called The Snowy Day. The person who wrote
this book is named Ezra Jack Keats. Mr. Keats is an author who
likes to write stories for boys and girls your age. Here are

some things he might tell you about. Peter, the boy in this book."

(Read aloud to the children the three
literal level statements below.)

1. Peter took his dog for a walk in the snow. (the distractor
sentence)
2. Peter made a snowball and put it in his pocket.

3. Peter went inside his warm house.

"Now, please listen while I read The Snowy Day. As soon

as I come to a part that says Peter took his dog for a walk

in the snow, or Peter made a snowball and put it in his pocket,
or Peter went inside his warm house, raise your hand. Are
there any questions about, what you are to do?" (Read the
entire story without showing the pictures, as they provide too
many cues. At some later time, of course, children should
be given an opportunity to enjoy the colorful illustrations
that accompany this text.)

Comentary . Typically, some children will raise their hands to
signify that the author said Peter took his dog for a walk in
the snow when in reality, no mention was made of a dog, although
Peter did go for a walk by himself. If this misunderstanding occurs
it may be helpful to stop reading and briefly discuss what it
was that led to the confusion.

A few children may quickly infer (and state orally) that
the snowball will melt when Peter puts it in his pocket and then
goes inside the warm house. If this occurs, that's fine. It is
a natural lead-in to the interpretive level of the guide which
is described below. If no such response is forthcoming, the teacher
should proceed with the next set of directions.

Directions. "You have donc very well to listen for what the
author said about Peter. Now, I would like you to pretend
that you are detectives. Your job is to figure out what
really happened to the snowball that Peter put in his pocket.
The author doesn't say, but he gave you some good clues.

Tell me what you think the author wanted you to believe
happened t.o the snowball.'" (Accept all responses; do not
indicate your agreement or lack of agreement with any of
them at this time. If the following inferences have not been
offered after a reasonable length of time, suggest them as
possibilities.)
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1. Peter's mother found the snowball and put it back
outside.
2. The snowball melted in Peter's pocket.

"Cood detectiven enn always deceribe what clunn they have
used to solve a mystery. Tell me what clues you used from
the story to figure out what happened to Peter's snowball."

Commentary. This section of the listening comprehension guide
is responsible for actively involving children in the process
of inferring. As they cite evidence from the story and use their
past. experiences to support either their own hunches or those
supplied by the teacher, children are engaged in pulling together
valuable pieces of information. For example, children who know
that Peter put a snowball in his pocket and also that he entered
a warm house shortly thereafter have two piece of information
which, if combined with an appropriate background of experiences,
should lead to the correct inference.

The process Jjust described may not occur in some children
for any number of reasons. Children, obviously, who lack prior
knowledge of the effect of heat on snow will have difficulty msking
the comnection between literal level statements #2 and #3 in the
listening comprehension guide.

On the other hand, children who have the appropriate prior
knowledge may fail to note the most relevant text data. For example,
if the fact that Peter's mother removed his wet clothing had been
the focus of these children's attention, it would be reasonable
to expect that they might, select inference #l1 as opposed to #2.
According to Nicholson and Imlach's (1981) study of a group of
8-year—olds' ability to infer, 'When children do not give the
answers teachers expect, it 1is probably because (some) explicit
text data are not as 'competitive' as other, more powerful infer—
ences, suggested by the text" (p. 127).

Directions. "So far you have learned two things to do when
you listen to a story. First, you learned to listen care-—
fully to what the author of The Snowy D y really said.
Secondly, you learned that sometimes it is necessary to
put picces of information together in order to understand
what. the author wanted you to know even though he didn't
come right out and say it. Now, you will discover how you
can use something you already know about to help yourself
understand what happened to Peter's snowball. listen as I

read the following sentcnce."

—©Snowcones disappear quickly on a warm summer day.—

"Think about, a time when you had a snowcone." (Fncourage
children to share their experiences. 1f they don't volunteer
information related to the melting and dripping of snowcones
exposed to the warm air, bring it up as a topic of con-
versation.) "Now, tcll me how the disappearance of Peter's
snowball was like the disappearance of your snowcone.

Also, how are the two different?"
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Commentary. It is at this third level of comprehension that
children are helped to perceive the relevance of what they have
inferred from the text. For instance, in the example above the
children's knowledge of a common outside-of-school experience
was applied to what they had just inferred about Peter's disappear-
ing snowball. Since children rarely relate what they experience
on the "outside" to what they learnm in school, Herber (1978, p.47)
believes that 'one value of instruction at this level is that
it provides students with a systematic way to incorporate their
own experiences and ideas from other sources into what they are
learning in school."

Tnstructional Features

As mentioned earlier, this procedure for teaching early child-
hood education majors how to help young children learn to infer
continues to be effective. In fact, The Snowy Day example provided
in this article has been used successfully by undergraduate teacher
interns with children as young as kindergarteners. Instructional
features that appear to be contributing at least partially to
its success are the following three: 1) the flexibility of a
listening guide, 2) the substitution of declarative statement
for question, and 3) the direct teaching of a listening strategy
which actively involves youngsters. A discussion of each of these
features, along with some cautionary pointers, is included below.

Flexibility of a guide. As Herber has noted (1978), students'
responses to the second level of a comprehension guide—the in-
ferential level-—-may vary considerably depending on their prior
experiences. Because it is neither possible nor desirable to elim-
inate the influence of prior experiences on the inferences students
make, a teacher who is uncomfortable in allowing children to find
meanings which differ from his or her own may not benefit from
the procedure suggested here. Also, even though the listening
guide is divided into three distinct sections, each with its im-
plied order, teachers need to bear in mind that this represents
instructional preferences rather than any general principle in
cognitive processing. For some teachers' and students' learning
styles, for example, starting at the third (applied) level and
then moving to the first (literal) and second (interpretive) levels
may make more sense (Herber, 1978).

Declarative statements. The reason for using only declarative
statements in the listening comprehension guide is based on the
notion that it 1is easier to recognize than recall information.
However, as Herber and Nelson (1975) have noted, the use of declar-
ative statements to guide students' comprehension processes ini-
tially does not mean that questions should be eliminated once
and for all. On the contrary, teachers need to work toward elimin-
ating the need for statements! 'This can be accomplished over a
period of time (differing for the age and ability level of children)
by teachers who are sensitive to their students' growth in develop-
ing independence.

A final precaution related to using declarative statements
is that it is imperative that teachers read the statements to
the children prior to reading them the story. To ask students
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to react to the statements after listening is to defeat the purpose
of a guide. Keeping in mind that the purpose is to help children
learn how to infer on their own will help teachers remember that
students must. be Mpartnerg”  in the reading/listening  proccoso.
Sharing with then the reason Tor oucing o gulde 1o highly recon-
mended .

Direct teaching. Based on an updating of the research on
listening comprehension {(Pearson and Fielding, 1982), the direct
teaching of listening strategies apparently tends to improve chil-
dren's listening comprehension. This is particularly true if the
children are taught the same skills as those found in the reading
curricudum; if they are involved in activities following listening;
and if literature .is the material of choice. Although no empirical
data exist as to its effectiveness, the listening guide described
in this article appears to meet all three of the above criteria.
That 1s, the guide was constructed for the purpose of helping
children learn to infer, typically a skill taught in the reading
comprehension curriculum; it engaged them in active verbal response
following listening; and The Snowy Day was a popular piece of
children's literature.

Although one might be tempted to conclude that teaching
children how to 1infer through a listening comprehension guide
is a skill that will transfer to reading, there is simply no evi-
dence to support such a claim at this time. The jury is still
out. However, one can support the use of a listening guide if
viewed within the context of one of Pearson and Fielding's (1982,
pp. 625-626) rccommendations for careful consideration:

We would like to see more emphasis given to listening
comprehension as an entity in its own right,. We do not
think that what is done ought to be very different {rom
good reading comprehension instruction...; but we do
think it ought. to be done more often as a listening
activity. Furthermore, if teachers did this, they
would be able to work in more advanced content. and
skills at an earlier age than they can with reading.

REFFRENCES

Herber,Harold L. Teaching Reading in Content Areas (2nd ed.) Engle-
wood Cliffs, N.J.: Prentice Hall, Inc., 1978.

Herber, H.L. & Joan Nelson. "Questioning Is Not the Answer.'" Jour-
nal of Reading, Vol. 18 (Apr. '75), pp. 512-517.

Kean, John M. '"Listening." FEncyclopedia of FEducational Research
(5th ed.) H.E.Mitzel,Ed. New York, NY: The Free Press, 1982.

Keats,F.J. The Snowy Day. NY: Scholastic Bk. Serv., 1962.
Mandler, J.M. Discourse Processes vol 1(Jan-Mar '78) pp. 14-35.

Nicholson T.,& R. Imlach. 'Where Do Their Answers Come From®?"
Journal of Reading Behavior, vol.l3(Summer 1981),p. 111-129.

Pearson,P.D. & L. Fielding. "Research Update: Listening Compre-
hension." Language Arts, vol. 59(Sept. 1982), pp. 617-629.




VISUAL-MOTOR TRAINING
PROGRAM AND SYMBOL
REVERSAL ERRORS

Bernard L. Heydorn

UNIVERSITY OF WEST INDIES, TRINIDAD

Since the 1920's, a wealth of data has accumulated on the
subject of reversals. In this vast array of studies, such symbol
reversal errors as b - d, M - W, 6 - 9, have been the focus of
a wide and diverse variety of investigations. Many teachers and
researchers have developed programs to remediate reversals (Pollo-
way and Polloway, 1980; Kirshner, 1977; Bracey and Ward, 1980;
Harman, 1982; Barmnatyne, 1973; Stromer, 1977). These programs
utilized a wide range of techniques and methods. The author con-
ducted the following study to investigate the effectiveness of
a visual-motor training program for the remediation of symbol
reversals.

The program used in this study was an adaptation of the Kirsh-
ner Program (1977) for the remediation of symbol reversals. Symbol
reversals referred to the misperception of single letters and
numbers presented in a correct or left-right reversed spatial
orientation as measured by the Jordan Left-Right. Reversal Test
Level 1 (1974).

Methods and Procedures

Thirty eight first grade students who demonstrated four or
more symbol reversal errors (mean score 10.06) on the Jordan Left-
Right Reversal Test Level 1 (1974) comprised the sample. These
students were taken from seven different classes in two schools
in a city. The students were given a series of remedial symbol
training lessons by their teachers, 20 minutes per session, three
sessions per weeks for eight weeks. They were then posttested
at the end of eight weeks with the Jordan Left-Right Reversal
Test Level 1 (1974) and the results analyzed.

Treatment,

The author expanded the Kirshner Program (1977) to provide
remediation for both uppercase and lowercase letters and also
to include all the letters that could potentially be perceptually
reversed. ‘The following steps for the remediation of symbol
reversals were then implemented:

1. The student used the 'magic ruler' of the Kirshner program
(1977) modified, to get practice in making the reversed
symbol (letter or number) in its correct orientation (Fig.l).

2. 'The student traced over the correct shape of a large form
of the letter or number with his index finger several times,
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articulating the letter or number as he traced.

The student practiced f{illing in the large shape of the
oymbol with smaller versions, without using the 'maoric ruler!

The student culored the large symbol atter 1b had been fiiled
in with the smaller versions.
The student filled in a sheet containing blank squares with

the appropriate symbol in its correct orientation without
having access to the symbol, i.e., from memory.

In this step which is the criterion or mastery test, the
student. circled the correct form of the symbol which had
been mixed in with an array of jumbled letters or numbers
in various orientations.

If the student failed at Step 6, he was retaught the process
and practiced from step 1 through to step 6 again.

The remedial program is thus based on the principle of pro-

viding a visual-motor directional pattern that 1is error free,
right. from the start. 1t is a task-analyzed procedure which gives
students practice in recognizing and making the correct form of
the symbol. The student is remediated for specific diagnosed symbol
reversal errors, and only one error is remediated at a time.

>

< | 97
dll[luck

Datllb erR

Figure 1 Use of 'Magic Ruler’
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Results

The data presented in Table 1 showed the means and differences
for pretests and posttests in symbol reversals on the Jordan Left-
Right Reversal Test Level 1 (1974).

Table 1
Pretest, Posttest Differ-
Group Means Means ence
Treated Symbol
Reversers 10.06 6.97 3.09

The results thus showed that there was a mean reduction of
3.09 in symbol reversal errors after 8 weeks of training.

In addition to examining the mean difference, a specific
contrast was used to explore whether the difference in symbol
reversals observed within the group was significant from pretest
to posttest. Toward this end, an analysis of variance with repeated
measures on the factor (time) was utilized. The results are pre—
sented in Table 2.

Table 2

Specific Contrast for Symbol Reversals
on Jordan lLeft-Right Reversal Test Level 1

Degrees of Sum of
Contrast Freedom Squares F-ratio P
T2 - T1 /G1 1 194.05 26.90 0.00**

**Significant at .01 level
G1 = Treated Symbol Reversers T1 = Pretest T2 = Posttest

The above results showed that there was a significant differ-
ence at the .01 level of confidence in the reduction of symbol
reversals for students in a treated remedial program.

Discussion

The results of the above study seem to indicate that a visual-
motor training program which incorporated multisensory techniques
is useful in the remediation of symbol reversals in first gradel
children. However, the teachers in the study reported that students
seemed to have also shown a marked improvement in handwriting
skills. The possibility for transfer to handwriting and eye-hand
coordination skills could be a topic for further investigation.

A visual inspection of the students' test papers indicated
that many students corrected the symbol reversals that they had
been trained to correct but made a few new reversal errors on
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the posttest. This observation seems to imply that the tendency
of strong symbol reversers to continue to make symbol reverse
errors is persistent. We might in twn infer the possibility of
underlying tfactors such as maturation and cerebral organization
at work.

Several teachers also reported that even though some students
may have corrected their visual perceptual reversal errors in
recognition, they may continue to make written reversals of the
same letters or numbers. Thus we may also consider the possibility
of a difference between visual perceptual reversals (decoding)
and written reversals (encoding).

Conclusions

The results of this study showed that symbol reversals can
be remediated with a visual motor training program. However, there
is a need to investigate the effects of symbol reversal training
programs on other aspects of language arts such as handwriting
and reading. The effects of maturational and neurological factors
on symbol reversals need to be investigated and also the differ—
ences that. may exist between decoding and encoding reversals.
The results of such investigations may throw some new light on
the ubiquitous phenomenon of reversals.
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IS THE INFLUENCE OF
PSYCHOLINGUISTIC RESEARCH
EVIDENT IN PRESERVICE TEACHERS'
VIEWS OF THE READING PROCESS?

Mary Jane Gray
LOYOLA UNIVERSITY, CHICAGO, ILLINOIS

Psycholinguistic research which has been conducted for about
twenty years has been persuasive enough to challenge some of the
traditional belief's teachers held about reading instruction. Holda-
way (1979) tells us:

Essentially, the psycholinguists insist that reading is not

a matter of perceiving or recognizing words first and then
getting to meaning but rather that meaning guides and facil-
itates perception. The influence of meaning in reducing un-
certainty greatly limits the amount of visual detail which
must be processed and in so doing makes perception more rapid
and efficient, while at the same time allowing the greater
part of attention to be directed toward comprehending. (p.87)

Goodman (1974), Smith (1975), Clark (1976), Artley (1975)
and a number of other investigators have provided sufficient evi-
dence to cause educators to question some traditional methods
used in the teaching of reading.

The overall aim of this investigation was to attempt to
determine whether the psycholinguistic view of the reading process
was being reflected in the views of preservice teachers.

Subject. Selection and Procedure

The subjects consisted of two groups of preservice teachers
who were preparing to teach elementary school children in regular
classrooms or in special education programs, specifically those
children with behavior disorders. The students were enrolled in
an urban university during the spring semester of the 1981-82
academic year. Their beliefs about reading were checked by asking
them to respond to a self-rating scale which was developed by
R. D. Robinson, E. J. Goodacre, and M. C. McKenna for their study
entitled '"Psycholinguistic Beliefs and a Cross-Cultural Study
of Teacher Practice." (1978) The scale was based on a verbatim
list of statements introduced by F. Smith (1973). T. Bean (1980)

(Author's Note—I wish to acknowledge the contribution of Suganda
Tapaneeyangkul, a recent Ed.D. graduate of Loyola University,
in helping me to carry out this research project.)
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also used this scale for his study entitled, "Can We Update Exper—
ienced Teachers' Beliefs and Practices in Reading?"

Table 1
Robinson et al. Rating Scale (1978)

Emphasis
Fmphasis
Uncertain
Moderate
Emphasis
Fmphasis

Slight
Heavy

No

1. Aim for early mastery of
rules of reading.

2. Ensure that phonic skills are
learned and used.

3. Teach letters or words one at
a time, moking sure cach new
letter or word is learned
before moving on.

L. Make word-perfect reading the
prime objective.

5. Discourage guessing; be sure
children read carefully.

6. Encourage the avoidance of
errors.

7. Provide immediate feedback.

8. Detect and correct. inappropri-
ate eye movements.

9. Identify and five special at-
tention to problem readers as
soon_as possible.

10. Make sure children understand
the importance of reading and
the seriousness of falling
behind.

11. Take opportunity during reading
instruction to improve spelling
and written expression and also
insist on the best possible
spoken English.

12. If the method you are using is
unsatisfactory, try another.
Always be alert for new ma-—
terials and techniques.
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A teacher holding a psycholinguistic view of the reading
process would be expected to respond negatively to the twelve
items on the scale. Tt was hypothesized that the newly prepared
teachers would not hold beliefs which show the influence of the
psycholinguistic view. It was also hypothesized that there would
be no difference in the responses of the elementary teachers and
those of the special education teachers.

For the first hypothesis, the categories were arranged in
two segments as follows: The No Fmphasis/Slight Emphasis was one
segment,, and the Moderate Fmphasis Heavy Emphasis was the other.
The uncertain responses were not included. The criterion for evi-
dencing the influence of psycholinguistic research was a mean
score of 49% or less Moderate Fmphasis/Heavy Fmphasis on the scale.

For the second hypothesis a t-test was run to statistically
compare the ratings in each of the twelve categories of those
preparing to be elementary teachers with those preparing to be
special education teachers.

Results

The rating scale was sent to eighty-eight elementary education
majors and to forty-nine special education majors. Thirty-seven
or 42% of the elementary education majors returned the scale,
and twenty-three or 47% of the special education majors returned
theirs.

Hypothesis 1: Newly prepared teachers will not hold beliefs about
reading which show the influence of recent psycho—
linguistic research.

As stated previously, the criterion for evidencing the in-
fluence of this research was a mean score of 4L9% or less Moderate
Fmphasis/Heavy FEmphasis on the rating scale. The score for the
preservice group as a whole was 70% Moderate Fmphasis/HeavyEmphasis
thus leading to an acceptance of the hypothesis. This indicates
that these students were strongly influenced by traditional views
of the reading process.

Hypothesis 2: There will be no difference in the response of the
preservice elementary education students and those
of the preservice special education students.

There were only three categories in which there was a differ-
ence which was significant in the ratings of the elementary educa-
tion students and those of the special education students.

The first of these was the first category on the scale:
"Aim for the early mastery of the rules of reading."

Although both groups of preservice students placed considerable
emphasis on this as being important, the mean rating of the ele-
mentary students was Heavy Emphasis, while the mean rating of
the special education students was Moderate FEmphasis. Both of
these would be incontradiction with the psycholinguistic principles
of reading instruction. The difference was significant at the
.01 level.
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Table 11

"Aim for early mastery of the rules of reading."

Group No. of S, Me st L,
Cases
Special Fducation 23 1.043 L2174
—2.61*
Elementary Education 37 0.397 1,.8108

*Significant at the 0.015 level

The second category on the rating scale was also one in which
the difference was significant at the .0l level.

"Ensure that phonic skills are learned and used."

Table IIT
Group No. of S. D. Mean t
Cases
Special Education 23 1.0Lk 3.8696
—2.76%
Elementary Fducation 37 0.607 L.5135

*Significant at the 0.010 level

Once again the elementary rating was Heavy Emphasis while
the special education rating was Moderate Fmphasis. This, too,
was in contradiction with psycholinguistic principles.

The third category in which the ratings were different was
Number 4 on the scale - "Make word-perfect reading the prime objec—
tive."

Table 1V
"Make word-perfect reading the prime objective."

Group No. of S. D. Mean t
Cases
Special Education 23 1.09 2.2609
—2.76*
Elementary Education 37 1.242 3.1081

*Significant at the 0.008 level

The special education rating was Slight Emphasis on this with
the elementary rating slightly higher, but below Moderate Emphasis.
The difference was significant at the .008 level. Those favoring
psycholinguistic principles of reading would place no emphasis
on this.

The three categories in which the combined group of preservice
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teachers showed greatest agreement with psycholinguistic principles
were Numbers 4, 5, and 6 on the scale. They are:

"Make word-perfect, reading the prime objective."
"Discourage guessing; be sure children read carefully."
"Encourage the avoidance of errors.”

Discussion

Tt was surprising to note that the teachers still in prepara—
tion were the ones who appeared to cling very closely to traditional
beliefs about the teaching of reading. This was unexpected since
their preparation should reflect the influence of recent psycho-
linguistic research. Several assumptions might be made as to why
this occurred.

1. Preservice students' beliefs are heavily influenced by supervis-
ing teachers who may hold to the more traditional belief's about
reading.

2. These preservice students may not have been introduced to
psycholinguistic principles in their undergraduatc preparation.

3. The preservice students may have leaned heavily on the remem—
brance of their own reading instruction in the elementary school
which was likely traditional in nature.

Number 1 above would not be unusual as it has been pointed
out. by Austin and Morrison (1963) that the person most heavily
influencing preservice teachers is the supervising teacher during
the student. teaching period.

Number 2 seems highly unlikely since university faculty
generally are informed on current research and help their students
to become familiar with this research. Certainly reading teachers
should know about the psycholinguistic research which has been
conducted. Even 1if university faculty did not familiarize their
students with this, there would be few texts for reading methods
courses which would not include the psycholinguistic research
and the application to reading instruction.

For Number 3, Lortie (1966) has indicated that teaching is
the only profession in which an entering individual has had experi-
ence observing wiat it is that members of that professon do.
This is true since each individual experiences the influence of
teachers for each year that s/he attends school. No one has to
imagine what it is that teachers do, all students receive direct
exposure to what it is they do. Tt may or may not be what should
be done, but without a doubt, that exposure has an influence on
the beliefs and practices of any beginning teacher.

Limitations of Study

Since this study was conducted in one setting, the findings
cannot, be generalized beyond that setting or beyond the group
of individuals responding. 1t is possible, if a wider sample of
students from several universities were asked to complete the
survey, that the results would be quite different. It would be
well to include a larger sample drawn from more than one teacher
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preparation program in future research.
Summary

While 1t dis true that the influence of psycholinguistics
1s only one influence that has been dominant in recent years,
it is a most important one which future teachers should be aware
of. Clearly this should be felt in teacher preparation programs.
The fact that even this small group of students tended to hold
more closely to traditional views of reading should encourage
teacher educators to re—examine their preparation programs. Without
this background, there is less likelihood of any modifications
being made in the instructional programs in reading in our elemen-
tary schools. Without a clear view of what the reading process
requires a varying levels, modifications cannot be made to meet
the needs of children who are learning to read. While every teacher
cannot. be expected to view reading from the psycholinguistic point
of view, every teacher should be aware of and informed about this
way of perceiving the act of reading.
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BEYOND BOOK JACKETS: CREATIVE
BULLETIN BOARDS TO
ENCOURAGE READING

Alan Frager and Janet Valentour
HEIDELBERG COLLEGE, TIFFIN, OHIO

The use of bulletin boards by teachers and librarians for
the purpose of motivating students to read is a time-honored and
widespread practice. The wisdom of this convention is that the
Jackets of books displayed on a bulletin board will encourage
students to seek out and read the books depicted by the display.
Examples of this approach, which can be seen in nearly every North
American school and library, owe their effectiveness to the way
the book Jackets project images of activities that engage young
people's interest.

By using techniques that employ these motivating factors
in addition to student interest, teachers and librarians can create
many new types of bulletin boards which also effectively encourage
reading. The additional motivational elements are self-concept,
attitude toward reading, and peer influence. The rationale and
application of each factor is illustrated through three general
bulletin board types.

Interactive Bulletin Boards

The links between positive self-concept and increased motiva—
tion to read, and suggestions for improving self-concept through
reading, have been described often in the professional literature.
Fredericks (1982) included self-concept as an important factor
in reading because it helps provide the desire and a will to read.
Alexander and Filler (1979) stressed the importance of feedback
over a period of time in developing the kind of self-concept which
has a positive influence on students' reading. Quick (1973) has
explained how success and achievement are related to self-concept
development and reading improvement. To the many lists of sug-
gestions for helping students develop and maintain positive self-
concept,, interactive bulletin boards should be added.

Bulletin boards for which students' reading behaviors over
a period of time are accompanied by changes in the display may
be called interactive. An example is Color Your Life With Books.
The display consists of a collection of crayon boxes each bearing
the name of a student, and a category marked "key", which shows
different cutout and colored crayons for different book categories
(red for romance, blue for biography, etc.). When students finish
reading a book, they write the name of the book on an appropriately
colored crayon and put it in their crayon box.
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A variation of this type of bulletin board is Reading Opens
Many Doors, a display consisting of cutout doors, each correspond-
ing to a different book category. Students read books, they write
Lhie name ol Lhelr book and their own name inside Lhe appropriate
door, or make a new door when a new category 15 nceeded.

Interactive bulletin boards contribute to developing positive
student self-concept in several ways. First, student names are
displayed on the bulletin board, promoting the students' sense
of belonging in the class. Second, students' names are displayed
in a positive way, i.e., in association with books. Additionally,
as the students finish books and interact with the display, the
bulletin board provides constant feedback related to the students'
achievement..

Integrative Bulletin Boards

Displays in which books and reading are integrated into con-
ventional bulletin board themes may be called integrative bulletin
boards. The value of these bulletin boards is their potential
to build positive attitudes toward reading, motivating children
to read. This potential is illustrated by three different integra-
tive bulletin boards each relating to one of the three dimensions
of reading attitude as identified by Teale (1981).

Displays which integrate books and reading into the conven-
tional ‘"proverbial message" bulletin board are allied with the
individual development dimension of students' attitude toward
reading, which Teale defines as '"the value placed on reading as
a means of gaining insight into self, others, and/or life in
general.”" An example is It's What's Inside That Counts, an inte—
grative bulletin board that illustrates the title by depicting
a shy but thoughtful child in patched clothes reading a book whose
tattered pages have seen better days. The child's expression of
intelligence and reserve carries the double message that people
and books are worth "getting into".

An integration of reading and books into conventional subject
area "informational" bulletin boards helps to develop the reading
attitude dimension which Teale has described as utilitarian, or
"the value placed on the role of reading for attaining educational
or vocational success... ." To create this type of integrative
bulletin board teachers and librarians first need to identify
reading resources (such as books, newspaper and magazine articles,
reference materials) which are related to the topic of the informa-
tional bulletin board. Then these resources in the form of lists,
book jackets, magazine covers, newspaper articles, or whatever
are incorporated into the display. An example is a geography
bulletin board that incorporates references to informational books
on a shelf below with a map display of the regions of the Southern
Hemisphere.

To foster the enjoyment of reading, which is Teale's third
dimension of reading attitude, reading and books can be integrated
into bulletin boards which have "holiday" themes. Both Thanksgiving
and Christmas bulletin boards could read Wish For a Book with
only slight changes in the display.
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The considerable power of peer influence is the operative
factor in encouraging reading by means of bulletin boards which
display student reading choices. To make effective use of the
finding of Anderson and Lawson (1981), that children are more
likely to influence the reading choices of other children than
either librarians or teachers, bulletin board displays could high-
light in clear and large print the names of the books children
are reading or have read. Such a display should be placed at the
students' eye level in a conspicuous part of the classroom. One
example of a student display bulletin board is The Reader rea u e,
a dinosaur whose scales are construction paper strips on which
are written in dark, large letters the name of a student and the
book s/he has read.

Another example is The Sky Is the Limit in Reading, in which
a blue sky bordered by a rainbow is filled with fluffy white clouds
and airplanes, each displaying the name of a student and the book
read.

The description of the three types of bulletin boards above
is not to suggest that displays incorporating two or even all
three of the motivating factors camnot be created. In fact, they
can and should be. In utilizing the ideas presented in this article,
teachers and librarians should feel encouraged to go beyond book
jackets and create original bulletin boards which employ many
motivational factors that encourage reading.
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A SCHOOLWIDE PROGRAM TO HELP
CHILDREN ANALYZE
STORY CHARACTERS

Gerald L. Fowler

SCHOOL DISTRICT DIRECTOR OF READING, CARLISLE, PENNSYLVANIA

"What kind of person do you think this character is?" A
familiar question which, more than occasionally, results in answers
such as, '"nice, happy, mean, good, etc." Discussion with many
teachers indicate that such superficial responses persist through
the grades with some children, especially those who encounter
problems when reading.

Understanding the problem

Herber & Nelson (1970) wrote that questioning, in general,
does not inherently help children develop comprehension skills.
For example, if a child cannot answer a question to show that
s/he has some insight into a character's behavior, the question
does not give clues on how to gain such insight. Durkin (1977)
describes such questioning as assessment since it really tells
a teacher whether or not a skill implied by a question was mastered
previously. Her research suggests that these types of questioning
sessions occur regularly in elementary classrooms.

Bloom (1976) feels that new learning camnot take place unless
the child has the necessary prerequisite knowledge, and just as
important, that this prerequisite knowledge is available "at the
time it is required in the specific new learning task." (p. 33)
For Bloom availability essentially means that children can remember
and use applicable prior learning. To move beyond questioning
strategies perhaps we need to identify, in a more systematic manner,
the prerequisite knowledge a child will need to answer specific
questions. In the case of understanding characters, it seems
reasonable that this knowledge would include that of the vocabulary
used to describe behavior and emotions along with some appropriate
response models for answering teacher questions.

Developing the vocabulary and making it available

Most. children bave some vocabulary which they use to discuss
story characters. To gather a master list of vocabulary words,
teachers in each classroom of an elementary school can be asked
to conduct brainstorming sessions. During these sessions, children
try to think of as many words as possible that can be used to
describe how characters behave in stories. Teachers accept and
record all responses and they can add words of their own. These
class lists are combined and edited, and all the words are sub—
Jjectively grouped to facilitate their use. This same process can
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Character Traits List—Fxample 1

fun scary selfish cranky weak

playful happy friendly frightened unselfish strong

fair mean unfriendly gentle sneaky clumsy

unfair unkind sweet, Jjealous nosy greedy

bossy nice dishonest,  foolish lucky grumpy

tidy funny honest clever polite jolly

sloppy bad helpless bashful lazy grouchy

messy shy loving curious quiet bright

silly odd brave merry noisy careless

good angry smart, proud cheerful lonely

caring strict patient gossipy lenient,

thoughtful stubborn mannerly lively boisterous

thoughtless loyal humble daring creative

likable popular dull bold vain

generous mischievous sincere mulish heartless

naughty terrible warm excitable treacherous

gabby horrible cowardly mysterious meek

cruel grateful lovable hateful spiteful

nasty worried wild understanding inquisitive

rude trusting forgetful respect.ful stern

impolite eager nervous organized studious

strange obedient talented graceful prejudiced

weird considerate witty responsible anxious

pleasant cooperative energetic decent conceited

moody Jjoyful boast.ful sensible casual
Emotions List—Fxample 2

scared cheery thankful puzzled relieved

sad surprised amazed ashamed disappointed

glad pleased excited horrified concerned

mad dumb eager furious glum

happy playful confused shocked calm

silly homesick upset embarrassed guilty

afraid angry unhappy impatient delighted

kind jolly jealous discouraged dejected

lucky proud bored heart broken startled

disgusted annoyed envious exasperated

tense dumbfounded outraged disoriented

depressed nauseated overwhelmed  shattered

astonished inspired petulant distraught,

be used to gather words that describe how characters might feel.

Once classrooms receive copies of these master lists, teachers
can begin to make them accessible through the use of charts, word

banks, individual copies, and so forth.

Providing appropriate response models

Knowing how to respond to a question is not always clear
to a child even when s/he has some of the information needed for

the answer.

Using the schoolwide vocabulary lists, a teacher can
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begin building personal vocabularies. Children learn to match
vocabulary words from the lists with specific behaviors, etc.
Discussions of fairytales and other familiar stories can be helpful
when used in conjunction with these matching activities. Next,
children can match vocabulary words with characters from stories
they are currently reading, justifying their choices by describing
appropriate character behaviors.

As children become comfortable finding and isolating the
specific actions of characters that give clues to traits and emo—
tions, more general comprhension strategies can be utilized. Those
strategies that children can eventually learn to use on their
own are especially useful. Some suggested strategies are as follows:

1. Think Links/Semantic Webbing (Wilson 1981) This strategy
shows children how to gather and organize their ideas on
paper. It facilitates easy self-evaluation and revision as
information is processed. It can be used at all levels.

2. Personal Outlining Strategy (Wilson 1981) This strategy
requires children to decide what 1is most important, about
a topic and find evidence to support their choices. It is
especially effective in grades four and above.

3. Story Frame A poroach (Fowler 1982) Using the structure of
a paragraph, children gather information that could make
sense with the story frame model. This model remains constant
so that children can use 1t repeatedly with new stories.
It can be used at all levels.

Surmmary

Analyzing story characters can be a difficult task, especially
for children who encounter problems when reading. By providing
a systematic study of characters that goes beyond individual
stories, teachers can help children develop skills that may be
prerequisites for the task. Schoolwide participation in activities
such as developing vocabulary banks and teaching general compre—
hension strategies are some of the ways that this goal may be
accomplished.
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A WORKSHOP TO INCORPORATE
LANGUAGE DEVELOPMENT IN
TEACHING READING

Dixie D. Sanger and Sheldon L. Stick

UNIVERSITY OF NEBRASKA, LINCOLN

Speech~language pathologists and educators in Elementary
Education are becoming increasingly aware of the need to include
specific speech and language activities as a part of regular class-
room instruction (Andrews & Brabson, 1977; FEngland, 1973; Jones,
1972; Pickering & Kaelber, 1978; Simon, 1975). This increased
interest 1is related to: (1) the relationship between language
and reading skills (Mattingly, 1972; Smith, 1975; Snyder, 1981;
Stark, 1975; Stark & Wallach, 1981; Wiig & Semel, 1976); (2) the
relationship between language development and academic success
(Carlson, Gruenwald, & Nyberg, 1981; England, 1973; Nelson, 1981);
(3) the relationship between reading skills and cognitive develop-
ment (Gallagher & Quandt, 1981; Jenkins & Heliotis, 1981; Sawyer
and Lipa, 1981); and, (4) the documentation that phonology, morph—
ology, syntax and semantics are integral components to a reading
program (Anastasiow, 1970; Goodman, 1974; Magee & Newcome, 1978;
McDonnel, 1975; Monroe & Rogers, 1964; Smith, 1975; Snyder, 1980;
Vogel, 1977; Wiig & Semel, 1976).

It is the purpose of this paper to describe a workshop de-
signed to teach elementary school teachers how to incorporate
language development activities during reading instruction, partic-
ularly with children who have language-based reading difficulties.
This integrative reading-language program is carried out in a
regular classroom setting and illustrates how teachers can help
students improve their language skills and concomitantly gain
more meaning from their printed texts by improving the use of
predicting, confirming, and integrating strategies during reading
instruction. The main themes of the workshop are: a rationale
for the relationship between reading and language; the integrative
language activities; general guidelines for implementing the inte—
grative reading-language approach; and a workshop evaluation.

A Rationale for the Integrative Language-Reading Approach

Many students have reading problems because of covert associ-
ated or primary language deficiencies despite an apparent ability
to commnicate with peers and family members. Such children might
not understand how given lexical units can be used and combined
in multiple linguistic contexts, and therefore be unfamiliar with
the vocabulary and the complexity of the syntax in their reading
books even though they can read words and use them in restricted
contexts. The result is a failure to understand the printed text
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despite relatively good commumnication ability. Such language prob—
lems may interfere with the intake of information, the development
of propositions, utilization of given and new information, matching
the new information with the given information in long-term memory
storage, and subsequently storing the new information in memory
(Clark & Clark, 1977).

Illustrations of the importance of language in the reading
process are the following statements which appear in children's
textbooks: (1) "John went to the circus with his sister and father;
there he saw elephants and clowns'; (2) "How do you think Betty
and Tom feel about what father is doing for Susan?"; (3) '"We are
going to pick a card from each set and write a number sentence
to tell the number of circles on the cards we have chosen." These
three sentences involve concepts of space, time, classification,
seriation, number, social knowledge, and physical knowledge. Addi-
tionally, the syntax is complex and tends to be confusing, because
of abstract concepts such as: think, feel, about. Examples of
other abstract concepts which frequently appear in children's
reading texts include before, below, between, bottom, closed,
fewer, fifth, inside, longer, last, more, smaller, top, up, and
zero. Children with language problems might experience varying
degrees of frustration and/or failure with reading because of
unfamiliarity with some words, or because of confusion or inability
to comprehend the underlying meaning of phrases and/or sentences.

The relationship between language and reading becomes more
evident as one examines some of the correlates of reading. Corre-
lates are not synonymous with causes but rather are conditions
which often accompany an inability to read. They can be grouped
into three broad categories: physical, environmental, and psycho-—
logical, and include visual processing, and sensory deficits, poor
school experiences, cultural differences, language differences
or disorders, emotional and social problems, and auditory process—
ing and sensory deficits (Kirk, Kleibhan, & Lerner, 1978).

It is also interesting to note that many factors important
for reading readiness are important for normal language develop—
ment (mental maturity, visual and auditory abilities, thinking
skills, social and emotional group, and interest and motivation).
Menyuk (1973) states that language is the foundation for reading
and there is a similarity in the acquisition of both abilities.
To normally acquire spoken language, children must have the capac—
ity for perceiving, storing, and retrieving information which
then 1is arranged into a system of verbally articulated symbols.
The ability to process auditory perceptions meaningfully is depend-
ent upon the conventional knowledge of lexicon and sentence forma—
tion rules. Becoming a proficient reader requires a similar process
but uses the visual modality.

Professionals need to recognize that the processes involved
in reading include a number of skills, and many of them are in-
fluenced by a child's development of language. Children with
adequate or better language abilities usually become good readers
through subconscicus applications of language strategies, and
they can benefit from teaching approaches that do not maximize
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the consistent use of selected language activities. However, for
children with speech and language deficiencies or differences,
a deliberate effort to interweave language activities oftentimes
1s needed Lo tLeach reading skills. Such children might have differ-
ent learning stralegies, variable rates ol linguistic development
because of inconsistent cognitive maturation, or be at a disadvan-
tage because of acquired attitudinal and/or environmental factors.
A program which provides for dynamic interactive growth in language
must attempt to integrate, not separate reading lessons and lan—
guage development (Squire, 1972).

Professionals studying the reading process have advocated
a need for adopting innovative language and reading enrichment
programs which help strengthen children's thinking and verbal
language skills (Athey, 1971; Kirkland, 1978; Rakes & Canter,
197L; Smith, 1975), but literature references to such programs
are scarce. Simpson-Tyson (1978) reported on the earlier research
of Francis, Loban, Labov, Hall, Turner, & Chomsky who all urged
professionals to consider the benefits of oral language activities
when planning elementary curricula. Other authors (Schneyer, 1970)
urged that children be afforded opportunities to expand their
cognitive and linguistic skills when learning to read, while Kirk,
et,. al. (1978) stressed that educators be concerned with the
variables of motivation and interest; factors that are difficult
to manipulate but that can be addressed by involving children
in oral language activities during reading instruction.

Integrative Language Activities

"An Integrative Approach to Reading, Incorporating Language
Spelling and Math", developed and implemented by Sanger and Doyle
(1976) was described during the workshop. The approach illustrated
how the following language activities could be incorporated system—
atically into reading instruction: following directions, practice
speaking in sentences, using correct grammatical structures, in-
creasing vocabulary development, identifying nonsense statements,
recognizing cause and effect, problem solving, dramatization,
categorization and interpreting action in pictures. The activities
were designed to be suggestive rather than prescriptive. Speech-
language clinicians and other professionals were encouraged to
creatively modify them to mect their children's needs.

Based upon the Sanger & Doyle (1976) initial work, and several
subsequent, applied modifications, the protocol and materials for
the current workshop were developed. It focused on integrating
four language activities into children's reading lessons by using
the stories and information from their reading texts. Following
Verbal Directions was defined as listening and following the verbal
message given by a teacher. Describing Objects or Pictures was
defined as 1looking at selected pictures from a reading lesson
and providing a verbal description. Defining Words included telling
what designated words meant. Emphasis was on describing function,
shape, size, color, composition, synonyms, naming parts, comparison
and categorization. R telling Stor es required a child to listen
to or read a story and retell it to a teacher. Based upon an evalu-
ation (Sanger, 1981) of the techniques recommended by Sanger and
Doyle (1976), the above four activities were found to be most
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successful for providing teachers with a means for simultaneously
stimulating language development while teaching reading.

General Guidelines for Implementation

Several types of training activities were utilized to help
the workshop participants understand and apply the integrative
reading-language approach. First, background literature illustrat-
ing the relationships between language and reading was reviewed.
Second, definitions of the four language behaviors and examples
of how they could be integrated with curriculum texts were dis-—
tributed. Third, the participants used their school's reading
texts and practiced developing activities for each language be-
havior. Initially they wrote their ideas. Later, they orally
described how they could incorporate the activities into the chil-
dren's reading lessons and practiced by role-playing. Fourth,
using tranparencies the paricipants were afforded many opportun—
ities to identify activities. Following this exercise they were
tested on their knowledge of the material presented during the
workshop. Participants were given examples of language behavior
and were asked to identify whether the activities were examples
of following directions, describing pictures or objects, defining
words, or retelling stories. At the conclusion of the workshop
each participant was provided with a document containing descrip-
tions of all materials covered during the workshop including a
review of literature, definitions of the four language behaviors
and examples of how to incorporate them into a reading lesson,
sample lesson plans, and guidelines for implementing the approach
which included:

1. Use of simplified instructions which the children
could understand;

2. Use of visual cues coupled with the verbal counterpart;
3. Opportunities and time for verbal responses;

L. Use of moral support and verbal cues whenever necessary;
5

. Tnitial acceptance of short or concrete answers from
the children;

6. Rephrasing the children's responses into concise and
descriptive words through the use of modeling;

7. Providing the children with opportunities for achieving
success rather than having, them participate in
activities that, would result in failure (Sanger & Doyle,
1976).

Evaluation of the Workshop

On two separate occasions quasi-experimentally designed
studies have been conducted with teachers who implemented the
integrativea reading-language approach described in the 90-minute
workshop. The subjects included a total of 43 second and third
grade low-reading students who were instructed with the integrative
reading-language approach, and 39 children who served as the con-
trols. These two studies involved participation from five elemen-—
tary schools each having an experimental and control subgroup
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from different classrooms. Each experimental and control subgroup
had been instructed by a different teacher resulting in five ex-—
perimental and five control teachers. During both experiments
the treatment in the experimental subgroups was implemented over
a fourteen week period.

Observational findings, descriptive and inferential statistics,
and informal interviews have provided supportive evidence that
the workshop has been successful. Charted data collected on fixed-
interval schedules for both experimental and control teachers
revealed that the teachers who participated in the workshop initi-
ated more than twice as many language behavior opportunities during
reading instruction as their control counterparts. Interestingly,
the primary activity the control teachers implemented, despite
the fact they had not received the training, was following direc-
tions. Also of interest was that the control teachers frequently
used the teacher manual that accompanied a reading text, and gave
directions to the children that often contained lengthy and complex
syntax in addition to many abstract concepts.

Analyses of covariance have revealed that statistically signi-
ficant differences existed between the experimental and control
subgroups for subtests measuring vocabulary development, syntactic
skills, reading directions of schoolwork, and retelling stories.
However, in several instances statistically significant inter-
actions occurred between the experimental and control subgroups.
These findings suggested that the relative degree of success or
nonsuccess of the workshop was accounted for by a teacher variable.
Furthermore, observational recordings suggested that the positive
results with the integrative reading-language model was related
to the extent and amount of treatment provided throughout tahe
duration of a study. (See Table, next page)

Based upon information obtained during informal interviews
conducted with the experimental teachers after the studies, and
a number of others who did not participate in controlled studies,
the following conclusions have been drawn. The workshop was instru-
mental in heightening their awareness to the importance of language
development. in teaching reading. Second, the language behavior
activities were developed readily by the teachers and incorporated
into the reading lessons. Third, retelling of stories was viewed
as the most beneficial language behavior for improving reading
skills. Fourth, the teachers reported that children who received
the instruction demonstrated the greatest improvement 1in their
attending, listening, and verbal skills.

Summary

Controlled research supporting the approach described in
this paper is in an incipient stage, and the results are encour-
aging. The approach illustrates compliance with the legislative
act PL 95-561; Title II; The Basic Skills Improvement Act which
advocates that efforts be made to facilitate the development of
the basic reading, mathematics, and oral and written communication
into an academic curriculum. The approach allows children who
are low readers to use their existing language and develop meaning
from what is heard or read during their reading lessons. Further-
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the approach encourages teachers to develop students' existing
language potential, to monitor their logical thinking, and improve
their sequential memory skills through the retelling of stories.
binally, by providing opportunities for participation and use
ol existing language, children tend to become more moLivated to—
ward the reading experience. This reading instruction model allows
teachers to use any reading text and create many opportunities
for language-based low readers to improve their reading skills
while building vocabulary and understand content through exposure
to a variety of listening, thinking, and commnicative situations.
It is believed that implementation of the information in the work—
shop could lead to the creation of more dynamic teaching with
more actively involved learmers.
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PORTRAYALS OF THE DISABLED
IN BOOKS AND BASALS

Carol Ann Moore
GREELEY, COLORADO

... There stood Peter and Mdmund and all the rest of Aslan's

army fighting desperately agzinst tre crowd of horrible

creatures whom she had seen last nigrt; ...in the daylight,
“hey looked even stranger and more evil and deformed. ..
(p. 173)

Thus, author C. 5. Lewis, in The Lion, the Witch, and the
Wardrobe (1970), depicts the evil characters by ascribing to them
physical disabilities. In doing so, Lewis perpetuates the negative
portrayals of the disabled that exist in much of children's and
adolescent. and even adult literature—both classical and contem-
porary.

This article will aversions toward the disabled that still
prevail and reasons why they exist. Surveyed literature will show
where negative stereotypes of disabled appear, and literature
in which characters are realistically portrayed. We will examine
tdhe efforts of basal publishers to adequately represent the dis-
abled. The conclusion will present criteria for selecting reading
materials in which non-stereotyped characters are depicted. Names
of books about characters with impairments are not included because
comprehensive ammotated bibliographies like Notes from a Different
Drummer (Baskin & Harris, 1977) and The Bookfinder (Dreyer, 1977,
1981) are available.

Aversions Toward the Disabled

Authors and readers alike—unless they have been exposed
to disabling conditions—tend to use the terms "disability" and
"handicap" as synonyms. However, '"disability" refers to a medical
condition whereas 'handicap" dimplies a barrier. "Handicap" is
thought to have been derived from the time when people who were
disabled had no choice but to beg in the streets, cap in hand. And,
in doing so, they were avoided by the nondisabled (Interracial
Books for Children Bulletin, 1977).

Avoidance of the disabled still exists. Studies (Roessler
and Bolton, 1978, p. 12) indicate the reasons:

...1) non-disabled persons are fearful of disablement, dis-
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figurement, loss of sensory capacity, loss of self-control,
etc.; 2) therefore, contact with afflicted persons causes
intense discomfort and arouses anxiety; and 3) hence, dis-
abled persons are avoided and efforts are made to segregate
them and isolate them.

Or, as Cohen (1977) writes, the nondisabled fear "handicap germs."
Such aversions signify "handicappism."

Another reason the disabled are frequently targets of '"handi-
cappism,'" Jjust as many of us experience the negative results of
"ageism" and "sexism," is that as recaders—whether as children,
adolescents, or adults—we read books in which the disabled often
are depicted in certain categories (Moore, 1983):

As evil, sinister, and perpetrators of insidious
acts; as the brunts of cruel actions by the unthinking;
and/or as passive, always cheerful, and dependent.

According to Cohen (1977, p. 151), such "...presentations
[of characters] ...foster negative beliefs, feelings, and/or behav—
ioral tendencies toward the disabled." In addition, many such
character portrayals suggest "...wicked things to be shunned or
banished" (Reynales, 1976, p. 16). Shurtleff and Monson (1978),
confirming the effects of negative characterizations, found that
younger children associated the prosthesis used by Captain Hook
in Peter Pan (Barrie, 1950) with the sinister character of Hook.
And we readers accept, consciously or unconsciously, the exclusion—
ary attitudes conveyed in this literature.

Stereotypical Characters

Some literature reveals the stereotypical portrayals of char-
acters with disabilities. OShakespeare conveys King Richard's
evilness through his deformed figure. The Grimm brothers collected
folk tales that contain grim-visaged, deformed witches with poor
eyesight who commit insidious acts upon innocent children. Charles
Dickens' Tiny Tim—unwaveringly kind, considerate and passive-
—declares his wish that the churchgoers see him because he is
crippled. Born one-eyed, humpbacked, and lame, Quasimodo, in Victor
Hugo's The Hunchback of Notre Dame is an object who is rejected
by society because of his hideousness. In the book, Heidi (Spyri,
1980, p. 73), Klara, Heidi's best friend, is referred to as an
"...invalid who never goes out [but who is] seldom impatient..."
Stevenson, in Treasure Island, depicts the one-legged Long John
Silver and the blind beggars as symbols of evil and, subliminally
perhaps, suggests that the disabled should be avoided and not
trusted.

Tales of the past reflect "...an association between beauty
and value..." (Cohen, 1977, p. 151). The stories also imply that
the disabled "...are different...apart [from society]...and that
disablements are "...punishments we bring upon ourselves by our

sinful behavior" (p. 152).

Handicappist stereotypes appear in some contemporary liter-
ature in which are found disabled characters. Neufield, in his
book Twink (1970), dehumanizes Twink and her friend who have cere-
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bral palsy. They are described as "...twisted...scarecrow figures
...[who make] chortles...almost happy sounds" (p. 5). Neufield's
picture of Twink—blind, severely disabled, but extremely intelli-
gent—is unrealistic and maudlin. In The Pirate Who Tried 'To
Capture the Moon (Haseley, 1983}, the sinister nature ol the pirale
is deplcted through his eyepatch, thereby associating blindness
and evilness, a recurrent theme in literature.

Realistic Portrayals

Although the majority of the examples of disabled characters
in contemporary literature “...are bad" (Cohen, 1977, p. 151),
some fiction contains positive descriptions of characters with
disabilities. The authors of the lattear make no attempts to hide
the characters' weaknesses, but, concurrently, their strengths
are revealed as they successfully cope. These characters do not
symbolize evil; they are active and independent, and, as in real
life, not always cheerful. Nor are they always completely accepted
by the non-disabled—as in real life.

In Winning (Brancato, 1977), Gary Madden, paralyzed in a
football accident, experiences many negative emotions about his
future. His friends, when they visit him and uncertain of what
to do, Jjoke with one another and ignore Gary. Such experiences
illustrate the indications of the Roessler and Bolton study (1978)
mentioned above. Fourteen-year-old Margaret, in A Dance to Still
Music (Corcoran, 1974), encounters the isolation often imposed
by deafness. Angered by the insensitivity of school friends and
her mother, Margaret retorts that others are blind, physically
disabled, but, eventually, are accepted, thereby indicating her
fight for acceptance. Ron Jones, author of The Acorn People (1976),
in an account of his experiences as a counselor at a camp for
the disabled, admits thinking that his close association with
these disabled campers could poison him—a further validation
of the Roessler and Bolton study. He vacillates as he considers
quitting his job but finally determines to remain; happy that
he stays, he recounts his final day with "The Acorn People" whom
he describes as "...mountain climbers" (p. 78).

Basal Publishers

Publishers of basal readers, used in about 95 per cent of
the schools in this country, have done little to represent the
disabled in basal literature. A recent study (Hopkins, 1982, p. 31)
indicates that of 4,656 selections appearing in the most recent
editions of 12 major basals, "...only 39 stories dealt with any
types of handicapping conditions." Because of the dearth of stories
about characters with disabilities, it 1is "...possible that a
child might be exposed to only one story about a handicapped person
in six years of school" (p. 31). Blindness was the most commonly
represented disability in the 39 stories. Yet, according to the
Digest of Fducation Statistics: 1977-78, the blind comprise less
than 0.05 per cent of the total school population.

Among the findings of Hopkins' study was the revelation that
certain publishers "...will depict more handicapped characters
making positive contributions to society.” One such publisher,
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simply to meet California requirements, has altered the illustra-
tions in its current series: A hearing aid is depicted on a boy,
a leg brace on a girl. Other changes include a girl with metal
support. crutches, a rocking chair changed to a wheelchair, a boy
with a leg brace making a list at a table.

The dimpact on the portrayal of the disabled through such
cosmetic changes as the aforementioned and the inclusion of only
39 stories about the disabled is questionable. The real impact
on the attitudes of the non-disabled toward the disabled can occur
only when readcrs arc exposed to literature—in books and basals
—in which the areas of life that are difficult are understood,
and in which characters with disabilities "...represent individuals
who cope with real feelings and frustrations'" (Huck, 1979, p.421).

Criteria for Selecting Literature

Readers should be exposed to literature in books and basals
in which there appear disabled characters. But these readers must
possess the ability to distinguish between literature in which
the disabled symbolize stereotypes and the literature in which
characters with disabilities are portrayed realistically (Baskin
and Harris, 1977). Fxposure to accurate portrayals may best be
achieved through the use of certain criteria for selecting appro-
priate literature.

The following criteria are taken from guidelines formulated
by the National Center on Educational Media and Materials for
the Handicapped (1977, n.p.):

1. Characters with disabilities should be depicted as partici-
pants in diverse but integrated activities rather than
in isolated activities that evolve from the disabilities.
In real life, persons with disabilities are rapidly main-
streaming themselves. Readers should seek literature in
which the disabled are presented in mainstreamed situations.

2. Characters with disabilities should not be described 1in
terms that could be construed as discriminatory. Words

such as '"lame," 'mute," "pathetic" (when it refers to a
disabled character), and figurative expressions such as
"blind as a bat," "deaf as a doornail," and "crazy as a

loon" would be considered discriminatory. And the character
portrayals probably would be inaccurate.

3. The literature should depict non-disabled and disabled
characters in mutually beneficial interaction. Characters
with disabilities should not always be illustrated as the
recipients of charitable acts by the non-disabled.

4. The literature should provide role models for the disabled
who read the material. It should also enable both the dis-—
abled and the non-disabled to read about characters who
cope with disabilities realistically.

5. The literature should not emphasize any difference between
those with disabilities and those without. Such differences
could be noted only if necessary.
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Other criteria that will provide readers with the ability
to differentiate between literature in which the characters are
stereotyped and that in which they are not include the following
(Moore, 1979, n.p.):

1. The specialized terminology in the literature must be ac—
curate. Materials in which only vague words describe dis—
abling conditions may indicate that the authors lack the
credentials essential for conveying accurate messages.

2. The literature must not imply maudlinism, pity, nor other
negative sentiments.

Conclusion

The potential for affecting change in avoidance of the dis—
abled by the non-disabled lies in books and basals dealing with
disablement.. Ranging from picture books to adult fiction, liter-
ature can be utilized in altering attitudes. Such literature,
however, must not contain stereotypical characters who convey
negative images that only foster handicappism. Literature must
accurately portray the disabled.
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