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EDITORIAL COMMENT
1984 IS NOT JUST A NUMBER

A young teacher called long distance to tell us that the results of her
Gates-McGinitie indicated her students had made no progress during the
previous semester. We protested. saying she couldn’t make such assump-
tions on the basis of one-shot test results. She said her federal aid money is
tied to the progress shown by reading classes in her charge. “If the gov-
ernment says progress must be measured.” She asked. “what can I do?”

Have we put oursclves into the position of discouraging good teaching
by this sort of purse-string regulatory activity? A good teacher is a guide. an
inspiration. and an influence on a child’s attitude. If our governmental
agencies perceive the teaching of reading as only decoding and recall,
teachers and students of this generation are in deep trouble.

Reading must be thought of as experiencing print. and students must be
helped to live that experience with regard to human relations. As we
examine and reflect on experiences, we develop our system of values.
Wisdom and good judgment come from informed comparisons and guided
evaluations of the lessons of experience, both real and vicarious.

Parents. taking their cues from perceived government policy. are
spreading the trend toward adversarial relationships. A sad little event of a
few years ago remains stuck crossways in memory. Al a sixteen-year-old.
needed help in reading, and the reading teacher offered to work with him
during school time. The parents wanted to know why their son had “lost his
study hall period.” Explaining that Al was reading three years below ex-
pectancy. the teacher said that with help during study hall. Al could make
significant gains. The parents refused permission to let the young man leave
study hall. claiming their son would be “labeled as retarded.” Al eventually
left school without graduating. still reading below his mental ability.

Enlightened parents and controlling agencies should know that teaching
reading and reading improvement is a job of human relations. of friendly.
positive endeavor. Agencies, parents. and administrators must be educated
to understand that teaching reading cannot be effective unless young
people are guided to a point of readiness in their attitude. for active
learning. They have to trust their teacher. They have to be taught to trust
in themselves. Only then can reading help the young person to mature. to
find his directions. to relate to others, and to make realistic plans for the
future. Constructive human relations, humanism in education. must
precede the study of sentence meaning and comparison of ideas in print. A
test to measure a teacher's influence on students’ willingness to learn has not
been devised. Repeated efforts to measure student progress in percentile
points can only lead to the loss of the very elements required for teaching
reading: optimism, mutual trust, and positive atmosphere.

Kenneth VanderMeulen
Editor
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CHILDREN'S LITERATURE AND
BACK TO THE BASICS

Dr. W. John Harker

FACULTY OF EDUCATION, UNIVERSITY OF VICTORIA

The comprehension of literature places different demands upon
children than the comprehension of non-imaginative prose. This is because,
in order to comprehend literature, children must enter and understand the
highly imaginative worlds of literary creation. Although these worlds are
charged with delight for the child, they are at the same time essentially
unreal — they are the imaginative productions of their creators.

Despite these different demands, the current so-called “back to basics”
movement —entrenched as it has become in a growing number of com-
petency-based reading programs—asserts that it doesn't matter what is
being read; as long as children are taught to apply a highly structured
sequence of individual skills, comprehension will result.

Many teachers intuitively resist the skills approach, however. They feel
that teaching skills alone does not account for how children learn to read,
especially when reading involves literature. But teachers need more than
intuition as a basis for their resistance; they need a well-documented
rationale. The purpose of this paper is to provide one. Through an ex-
ploration of how children think and learn to comprehend literature, it will
be shown that many practices which teachers now use successfully, but
which are at variance with the skills approach, are in fact consistent with
how children learn to read literature. It is this consistency which accounts
for the success of these practices in the classroom, which explains their
intuitive and often long-standing appeal to experienced teachers, and
which provides the reason why they should continue to be used in the face of
the encroachment of “the basics” on the teaching of literature.

Children’s Thinking

A fundamental question in any discussion of reading comprehension is
how is knowledge attained? Put another way, if comprehension involves
children in a process of gaining information from the printed page, how is
this information acquired and organized in the mind?

While definitive answers to these questions are still to be determined, a
coherent theory of human cognition and the development of children’s
thinking has been provided by Jerome Bruner and his colleagues. Bruner
maintains that the individual learns about the world through a process of
cognitive model building. He theorizes that the individual constructs in his
mind a representation of the world founded on his experience which serves
as the basis for interpreting his environment. Fundamental to this process is
categorization. Bruner defines a category as “a range of discriminably
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different events that are treated ‘as if equivalent” (1956, p. 213). For
example, the category “dog’. by which we describe and cognitively
represent all four-footed creatures which characteristically bark and wag
their tails, may be made up of dalmatians. poodles. cocker spaniels. and
so on. However, all dogs, irrespe(:tive of shape, size, or color, are
categorized as equivalent. In this way, categorization involves “an act of
invention” (Bruner, et al., 1956, p. 2) by which equivalence is imposed
upon observably non-equivalent phenomena. All dogs do not look alike
despite the fact that no one would argue that Fido (a great dane) and Spot
(a cocker spaniel) are both dogs. For this reason. another way of describing
a category is to call it “a rule of grouping” (Bruner, et al., 1956, p. 45).

Categorization demands the active response of the learner to his en-
vironment. The individual selects certain characteristics of the phenomena
he encounters as “‘defining attributes” (Bruner et al., 1956, p. 22) which
allow him to assign these phenomena to existing categories or to establish
new categories. Reality is never approached in an empty headed manner;
the individual brings to each new encounter with the world a set of ex-
pectations about what he will find there. Four-footed creatures that bark
and wag their tails are likely to be dogs. Morcover. once categorized as dogs.
a number of other predictions can be made as well —such as these four-
footed creatures can be trained to fetch one’s slippers or they are not to be
trusted around cats. Thus the complexity of the environment is reduced.
Each new event need not be interpreted ab ova: the individual's cognitive
model tells him what to expect.

Developing the efficiency of this cognitive response to the environment is
the key to children’s learning. Through increasing life experience, children
are able to reduce the complexity of their environment by developing more
inclusive categorizations which permit more accurate prediction. In this
way, the world becomes more known and knowable; the information load
created by the constant bombardment of external sensory stimuli becomes
controlled and ordered. Bruner describes this process of cognitive
development in children as one of “finding techniques for being simple with
respect to information” (1963, p. 141).

Children’s Reading

The influence of cognitive psychology on current explanations of the
reading process has been both direct and profound. Smith (1978), for
example, describes reading as a process in which the reader makes
predictions about the meaning about to unfold as he reads, and com-
prehension as the reader’s confirmation of these predictions. Similarly,
Goodman describes reading as a “psycholinguistic guessing game” in which
the reader “seeks to reconstruct a message encoded by the writer. He
concentrates his total prior experience and learning on the task, drawing on
his experiences and the concepts he has attained as well as the language
competence he has achieved” (1969, p. 15).

The common characteristic of these explanations is the importance
placed on the child’s store of knowledge of the world—his model of
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reality —which he brings to the reading act as opposed to the information
he finds on the page or the particular reading skills he may possess. The
child does not begin reading as an empty vessel waiting to be filled by the
information on the page. Rather, he comes to reading with a model of
reality based on how he has categorized his life experience. It is on the basis
of the expectations generated by his model of reality that the child actively
seeks to make sense of the information before him. Comprehension results
when the child finds consistency between the model of reality he expects to
find represented on the page and the reality he in fact encounters there.

Children’s Literature

But what is the model of reality which the child encounters in literature?
Hardly the one he has derived from his experience in the real world.
Suddenly, that benign, four-footed, barking, tail wagging, slipper fetching,
cat-chasing dog can be transformed into a symbol of ultimate malevolence,
a Rowsby Woof, diabolical enemy to a struggling colony of socially ordered,
highly articulate rabbits who inhabit Watership Down. The world of
literature is essentially unreal. The metaphors of reality are upset. Despite
its apparent or professed reality, the world of literature is a world of
imagination and fancy created in the mind of the writer. It is a world which
T. S. Eliot has described as providing “the illusion of a view of life” (1953,
p- 53). The manner in which this illusion is created has been described by
Tolkien as a process of “sub creation,” where the writer “makes a Secondary
World which your mind can enter. Inside it, what he relates is ‘true’; it
accords with the laws of that world” (1969, p. 114). Similarly, C. S. Lewis
characterizes the process of literary creation as one of seeing imaginary
pictures, some of which “have a common flavour, almost a common smell
which groups them together” (1969, p. 218). When children’s literature is
considered in this way, the child’s comprehension task becomes one of
understanding alternate models of reality created in the minds of writers
and represented in their work.

The initial effect of the child’s encounter with alternate models of
reality is surprise —surprise resulting from defeated expectation (Berlyn,
1960: Charlesworth, 1969). What follows surprise is either confusion and
frustration, or discovery and delight. Bruner has postulated that “the
triumph of effective surprise is that it takes one beyond common ways of
experiencing the world” (1973, p. 212). In order to comprehend literature,
in order to go beyond common ways of experiencing the world, the child
must restructure, at least momentarily, his model of reality in order to
accommodate the new reality he encounters in literature. If he fails to do
this, comprehension will not occur and the child’s surprise will not serve as a
catalyst for the discovery of new. imaginative worlds through literacure.

Teaching Children’s Literature

How can the teacher develop children’s comprehension of literature?
It should be clear by now that children’s comprehension will not be
developed by teaching a dreary collection of specific reading skills which
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have little or nothing to do with reading or literary appreciation, but which
have become the unfortunate accompaniment of the back to the basics
movement and competency-based reading programs. Not only does the
skills approach fail to encourage the process through which children learn
to comprehend, but also by virtue of its sterility and lack of interest, it stifles
children’s receptivity to the imaginative worlds represented in literature.

At the beginning of this discussion, it was argued that many teachers
have long been using basic approaches to teaching children’s literature
which, though at variance with the current emphasis on teaching skills,
have proven successful. The reason why these approaches have proven
successful is that — even though they have often been derived intuitively and
by trial-by-error — they activate the process through which children learn to
comprehend and enjoy literature. The remainder of this paper will review
some of these basic approaches.

Developing Linguistic Awareness

Too often literature is taught as a process of translating literary ex-
pression into conventional expression. The “as if’ process of categorization
is put into reverse. Children learn that their reading task is to transform the
imaginative experiences they encounter in literature back to the language
in which these experiences would be represented in the conventional world.

This approach is wrong and has been recognized so by perceptive
teachers. For children to grow and develop through their discovery of
literature and the imaginative experiences literature provides, they must be
immersed in the reading of literature and not in some arbitrarily prescribed
program of artificial reading skills. The teacher’s role is to encourage the
child to engage actively in the process of reading literature so that the child
may learn to form bridges between his existing model of reality and the
imaginative and fanciful models of reality represented in literature.

Clear support for teaching based on this approach is provided by
Bruner’s notion of language development and its role in cognition. Bruner
(1973) has argued cogently that the child uses language to order experience
and through this to discover reality; language is a tool through which reality
is manipulated and ultimately understood. When the reality to be un-
derstood is an imaginative one of literary creation, the linguistic awareness
(Mattingly, 1972) the child requires for understanding is of a very special
kind, and it is only by the teacher’s providing repeated encounters with the
language of literature and the reality which this language represents, that
the child will come to understand and enjoy literature.

Oral Language Activities

A first step toward developing this linguistic awareness can be listening
and oral language activities. For example, through the simple act of
reading aloud to children, the teacher can provide direct exposure to
literary language and a growing familiarity with the diverse and fanciful
realities which this language represents. At other times, this exposure can
be furthered by choral reading. This is particularly appropriate with
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poetry. Through listening to the language of literature and through par-
ticipating in this language orally, the child will gain a growing sense of its
style and rhythm, and a greater understanding of the meaning literary
language conveys through its combination of sound and sense.

Freedom of Choice

But listening and oral language activities can only serve as first steps
toward children’s own active participation in reading. This raises the
question of what should they read? Children should be encouraged to read
the literature they enjoy. Too often we teach what we enjoy ourselves rather
than recognizing what is enjoyable for the child. The child still possesses
that sense of wonder which we as adults have largely lost, and this explains
the often inscrutable (to us) delight which children demonstrate in
literature we sometimes find bizarre, obscure, or silly. But, by recognizing
the need for children to read literature which they like, we are not en-
couraging the development in children’s minds of some kind of literary
slum. Rather, we are recognizing that if children’s literature is to serve as
the basis for the development of more refined literary taste, it must in the
first instance be enjoyable.

Widening Horizons

One way to develop children’s literary taste is to encourage discussion of
the literature they read both among themselves and with their teacher.
Discussion should not focus on dismal comparisons between the events of
literary creation and “what really could happen,” since what really could
happen doesn’t matter in literature. Rather, children should be encouraged
to explore and extend the full range of the interpretive possibilities
literature provides by developing more imaginative expectations and
making more creative predictions. In this way, the language of literature
becomes the medium through which the worlds represented in literature
become part of the child’s model of imaginative reality, and through which
extensions of these worlds can be made.

Conclusion

If one common conclusion emerges from current concepts of the
reading process and successful teaching practices, it is that children learn to
read by reading. It is only in this way that reading becomes joyful —that
children want to read and continue to want to read. The more experience
they have with constructing meaning from the interaction of their own
experience with the experience they find represented on the printed
page —no matter how fanciful — the greater will be their understanding and
enjoyment. This is particularly true of literature. Poetry must be read as
poetry and not as some deviant form of prose that must be translated to be
understood, and imaginative prose must be accepted at face value as
representing worlds which, though detached from reality by virtue of being
imaginary, are still perhaps possible, at least for one joyful moment. In
these ways children’s delight in the fanciful and imaginary can be nurtured,
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and their sense of wonder enriched and developed. Over one hundred years
ago, in a utilitarian society preoccupied like our own with the teaching of
facts and skills, Charles Dickens in Hard Times recognized the need for this
sense of wonder. In the words of Mr. Sleary, “People mutht be amuthed.
They can't be alwayth a learning, nor yet they can't be alwayth a working,
they an’t made for it.”
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READING COMPREHENSION IS
CRUCIAL BUT NOT CRITICAL

James W. Cunningham
UNIVERSITY OF NORTH CAROLINA, CHAPEL HILL

Reading and English teachers are often aware that many adults who
dislike reading in general and literature in specific learned their dislike
through being required to memorize and parrot the teacher’s interpretation
and cvaluation of pieces of writing. Countless articles and books have
reported this phenomenon and called on teachers to foster democratic
principles by encouraging individual responses and divergent thinking in
their classes. These same teachers, however, see many of their students
unwilling or unable to offer any response to what they have read. The
resulting dilemma requires that teachers either make negative value
judgments ahout the thinking of their students and risk turning them off to
reading, or make no attempt to stifle their students’ individuality and risk
allowing them to get nothing from their reading. Most teachers are unable
to allow the latter and insist that students obtain something even if it is the
teacher's ideas. The misunderstanding which unites reading comprehension
and critical reading leaves the teacher little choice but either to ignore
inaccurate and insufficient comprehension to prevent suppressing critical
reading or to suppress critical reading to improve reading comprehension.

A Philosophical Task Analysis

Philosophers have subdivided all knowledge and pursuits of knowledge
under several headings. Reading comprehension belongs in the division
called epistemology which is the study of how any and all knowledge is
acquired. One comprehends to the extent that he or she comes to know the
meaning(s) of what is read. Critical reading, on the other hand, belongs in
the division called axzology which deals with the question and assessment of
value and with scts of values. One reads critically to the extent that he or she
comes to assess the value (ethical and aesthetical) of what i1s read. By
subsuming critical reading under comprehension, its true nature, is
misunderstood. Comprehension is gaining meaning(s) from the page, while
critical reading is evaluating the meaning gained and its implications.
Critical reading assumes comprehension as comprehension assumes
decoding and all three occur almost simultaneously.

A Strategy

Because the misunderstanding has caused the dilemma, the dilemma
may be resolved by correcting the misunderstanding. If reading com-
prehension and critical reading are divorced and seen as two distinct but
related processes, the teacher can then remediate and extend the students’
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comprehension and urge them to arrive at their own divergent in-
terpretations and evaluations.

A lesson which is designed to improve students’ abilities o respond
critically to a piece of literature or journalism or even to part of a content-
area textbook should have two phases. The first phase should result in the
students having the fullest understanding possible of the meaning(s) of the
text, including both literal and inferential comprehension. Knowledge of
word meanings. knowledge of the relationships between concepts as cued by
grammatical information, and the use of reason to follow the logical
progression of ideas of the discourse are all required for comprehension to
occur. Whether using the Directed Reading Activity (Betts, 1946; Pietras,
1976), the Guided Reading Procedure (Manzo, 1975), the Directed
Reading-Thinking Activity (Stauffer, 1969) or some other comprehension-
oriented lesson plan, the teacher should be sure that the students fully
understand what they have read. Final decisions about what is said in a
piece of writing should be based on the text itself and the rigorous exercise
of logic on the part of teacher and students. Here the teacher has the
responsibility to make value judgments about the quality of the students’
comprchension of the sclection Here the teacher has the duty to lead
students to an understanding of the material. Ideally this process would be
an inductive one for the students, but, in the case of a difficult piece,
students may very well have to be given an explanation of the meaning and
then be asked to accept or reject it based on the text and their knowledge
and logic.

The second phase of the lesson would be the traditional critical-reading
or response-to-literature lesson plan. This phase should be more successful,
because steps have been taken to build a solid understanding of the piece
to which students will now react and respond in a critical fashion.
Moreover. the teacher can be tolerant of a full range of opinion as to the
value and implications of the piece, confident that the students know it
from a comprehension standpoint.

Sample I.esson Plan

Using a short story or other selection which can be read by the students
in 20 minutes or less. teach the selection to the students the first day using
Stauffer’s (1969) Directed Reading-Thinking Activity:

1. Students are asked to read the title of the selection silently and to
examinc pictures and illustrations (if any).

2. Students arc then asked to volunteer guesses or predictions as to what
the selection will say or be about. (Books should be closed during
predictions use bookmarks. )

3. The teacher records each prediction on a chart or on the chalkboard
(putting the name of the student who made the prediction in paren-
theses after the prediction, if desired).

4. When there are no more predictions being made, the teacher asks the
students to read from the beginning of the selection to some stopping
point which the teacher chooses. When a student reaches the stopping
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point, he or she is expected to close the selection or book with the book-
mark and look up at the teacher until everyone finishes.

When everyone reaches the stopping point the group examines cach
prediction in light of what has been read. Taking the predictions one at
a time, the students are asked to say whether or not each was a good
prediction.

When a student expresses the opinion that a prediction was or was not a
good one. he or she must read a part of the text which everyone has just
read which supports or refutes the prediction. The text wself is the only
source of verification or refutation of predictions. Some predictions will
be verified and marked as such by the teacher; some predictions will be
refuted and erased by the teacher; sull other predictions will remain
possible but unproved and will be marked with a question mark by the
teacher.

Based on what they have alrcady read, students are then asked to
volunteer new predictions about what the rest of the selection will say or
be about.

Beginning with Step 3 (above). continue the reading/verifi-
cation/refutation process. For some selections you may choose to
have only one stopping point for evaluating old predictions and making
new ones. For other selections you may choose to have several stopping
points throughout the selection.

If the selection can be read by the students in 20 minutes or less, the full
lesson should be completed in less than 45 minutes. The students can then
be asked to reread the selection as review before the next class.

In this next class, a critical reading lesson of the type described in

Cunningham, Arthur & Cunningham (1977) will be taught:

1.

The teacher begins a class discussion by asking the students if they liked
the selection they read the day before. It is assumed that some will have
liked it and some will not. After some argument between the holders of
these two positions, the teacher should ask how one can know whether a
sclection is good. (In the rare instance where the students unanimously
like or dislike the selection, the teacher should describe a hypothetical
attitude toward the selection which is at odds with that of the students
and ask them how they could prove their attitude is correct and that the
other is not.)

To continue the discussion, the teacher asks several questions: “Is the
quality of a book just a matter of opinion?” “Is everyone’s opinion as
good as everyone else's?” “Is it enough to say you like or don't like a
book?”

Each student in the class is asked to choose two selections other than the
one being discussed which the student has recently read. One of these
should be a selection that the student liked very much and one of these
should be a selection which the student disliked very much.

Each student is asked to give the name or source of the two selections
and to give the major differences in them which the student feels make
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one likeable and the other not. The teacher records the characteristics
or standards the student claims to have used in developing a like or
dislike for one selection relative to the other. (‘The teacher should not
question or criticize a standard or allow the other students to do so.)
When all the standards which students have suggested have been
recorded on a chart, the chalkboard, or on an overhead projector, the
task is for the students to rank the standards in their order of 1m-
portance. To do this, each of the standards is applied by the class to the
sclection taught the day before using the DR-TA. If, for example, a
standard is quality of illustrations, each student is asked to rate the
quality of the illustrations. It is expected that there will be students
whose ratings of the quality of illustrations for the sclection will differ
from their overall opinion of the selection. How many students have
conflicting judgments and how certain they are of their opinions of the
sclection will determine how well the standard of quality of dlustrations
will eventually fare in the rankings.

After each standard has been applied by each student to the selection
being studied, the students will be asked individually to rank all the
standards as to their relative importance in determining the value of a
picce of writing of that type.

The students can be asked to reconsider selections of that same mode of
discourse which have been studied previously in light of their rankings
of the standards. It does not matter what standards a student uses as
much as that students become aware of the standards they are using to
evaluate pieces of writing.

Of course, a large number of other possible lesson plans could be

developed by combining an appropriate comprehension technique with an
appropriate critical-reading or response-to-literature technique. With this
approach, a teacher can require rigorous, convergent thinking about the
meaning of the text while allowing imaginative, divergent thinking about
the value of the text. Many good teachers have already been able to juggle

these two types of reading in the same lesson. Unfortunately, the hinking of
critical reading with reading comprehension in courses, books. and articles
has caused other teachers to select between them rather than teaching them
both. Critical reading and reading comprehension should be divorced then
reunited in a two-part lesson plan to insure that students learn both to
understand and to evaluate pieces of writing.
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APPRECIATION OF READING
THROUGH THE FIVE SENSES

Mary Jane Gray

LOYOLA UNIVERSITY OF CHICAGO

While the definition of reading remains an elusive one for reasons
pointed out by Edmund Huey (1908) more than seventy years ago, there is
one component of the reading process which surely deserves attention. That
component is the appreciation gained in reading through the five senses.
How is this accomplished? An examination of reading and its relation to the
five senses should help to make this clear.

Reading and Hearing

There is a great deal of similarity between reading and conversation in
that a good book is like a good friend. One chooses friends at least partially
on the basis of common interests. The same thing is true of choosing books.
One is not likely to read something unless there is information of interest to
the reader. entertainment, or a combination of these. Perhaps one of the
major reasons some children face difficulty with reading in the classroom
today is that they are frequently asked to read materials which are not of
interest to them, which do not entertain, and which are far removed from
their experiences.

While the reader does not have direct contact for a personal con-
versation with the writer, he does interact with the writer’s words, or rather
with his message. Each reader brings to his task his own unique
background. If there is a match between that background and the material
which 1s being read, he is likely to meet success in his reading and to want (o
continue. Even without a close match, if there is keen interest, the reader is
likely to be able to handle the material satisfactorily. When the book is of
great interest, the reader can move ahead rapidly, or more slowly if he
wishes to savor some of the passages or the language.

Radio

An cxcellent example of one means of obtaining information and
entertainment through hearing or listening is the radio. For today’s
children, radio listening is likely synonymous with music, news, sports, and
weather. Not so for those of a generation or more ago. Until the late 1940’s
and early 1950's when television began to take its place, radio provided
much more for both children and adults.

There were serials for children (Jack Armstrong and Captain Midnight);
mysteries (The Shadow, Inner Sanctum, and The Green Hornet); comedy
{Burns and Allen, Baby Snooks, Jack Benny, and Bob Hope); drama (Lux
Radio Theater and Kraft Theater); quiz programs (Dr. 1.Q.); cven soap
operas with some of them continuing into a new medium of television.
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A look at what went on in homes during the evening program hours
would likely find many of the family members sitting around the radio.
Why? Surely it was not necessary to gather around to be able to see. and the
volume could be adjusted so that it could be heard over the entire room. It
seemed, however, that coming from that radio were the voices of friends
and that appeared to be the best way to share the pleasure as a group.
Certainly what was desired and what television provides for us is the picture,
yet in that sense it has deprived us one of the pleasures of the radio which is
also one of the pleasures of reading, doing our own visualizing. It was just
as easy to get chills up and down one’s spine from hearing the creaking door
of Inner Sanctum as it is to get chills when viewing the door actually
creaking on a television mystery theater presentation. In addition each
listener formed his own image of just what was behind that creaking door.
This is also true when one reads a book. This extra involvement of
visualization required on the part of someone listening to that radio as
opposed to that person viewing television placed it a step nearer to what is
required in reading. Even sound is not necessary if a writer is skilled in his
choice of words.

A passage from Wilder's The Long Winter (1940) describes an ex-
perience familiar to all of us who have spent many winters in the North.

The constant beating of the winds against the house, the roaring,
shrieking, howling of the storm, made it hard even to think (p- 292).

No sound effects are necessary; it 1s only necessary to reach back into one’s
memory to bring these sounds clearly to us.

Reading and Sight

Although it is true that reading is at least partially a visual process, it
cannot be said with certainty that unless one's sight 1s impaired one will
learn to read. Why is this so? If we take a look at another visual means of
presenting information perhaps the reason for this can be clearly un-
derstood.

Television

Possibly to better understand television and how it relates to reading we
should answer the question, “Why do children view television?” Are the
reasons the same as those for which they read?

The major reason for viewing television is entertainment. A second
reason why children view television is to learn something. They prefer
incidental learning, however, with entertainment suill the major interest.

Can a writer through skillful use of words bring before the reader’s eye
the same vivid pictures which television provides? The next passage from
another of Wilder's books, Little House in the Big Woods (1953), provides
an affirmative answer to that question.

Fach one by herself climbed up on a stump, and then all at once,
holding their arms out wide, they fell off the stumps into the soft,
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deep snow. They fell flat on their faces. Then they tried to get up
without spoiling the marks they made when they fell. If they did it
well, there in the snow were five holes, shaped almost exactly like
four little girls and a boy, arms and legs and all. They called these
their pictures (pp. 65-66).

In addition to appealing to the sense of sight, this also should evoke
memories on the part of children who have engaged in such an activity of
the feel of the soft, cold snow as they fell headfirst into it.

Reading and Taste

The teacher who reads to his class for a short time each day does much
the same thing as supermarkets or bakeries which offer their customers a
sample of one of their products. Whether it is a piece of sausage or a square
of coffee cake, the purpose behind the free sample is to provide concrete
evidence that the product is a good one. Usually one small taste encourages
the customers to buy the total product. The teacher’s purpose in reading to
children should serve to lead them to want to complete the books in-
dependently after the first taste.

Moving beyond the taste as a sample which encourages further reading,
authors are also able to provide readers with a literal taste from their
descriptions.

A not entirely palatable feast from the standpoint of human beings, but
nonetheless very real, is the one enjoyed by Wilbur in Charlotte’s Web
(White, 1952).

It was a delicious meal- skim milk, wheat middlings, leftover
pancakes, half a doughnut, the rind of a summer squash, two pieces
of stale toast, a third of a gingersnap, a fish tail, one orange peel,
several noodles from noodle soup. the scum off a cup of cocoa, an
ancient jelly roll, a strip of paper from the lining of the garbage pail
and a spoonful of raspbery jello (p. 75).

Reading and Smell

A closely related example to that of tasting is that of smelling. Once
again just a small sniff may be enough to sharpen the desire for whatever is
providing the delicious aroma. A child coming home from school for the
day may open the front door of his home and be greeted by the smell of
fresh cinnamon rolls, chocolate cake, or apple pie which his mother has just
baked. While these items might have been far removed from his thoughts
before entering the house, the delicious smell should appeal to the child’s
desire for a sample of the product.

You may be thinking that this is one area which cannot be adequately
described through words. Two examples provide the opportunity to
determine whether or not this is true.

Wilder's Little House in the Big Woods (1953) supplies the first sample.
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It smelled good. The whole house smelled good, with the sweet and
spicy smells from the kitchen and the smell of hickory logs burning
with clear. bright flames in the fireplace and the smell of a
cloverapple beside Grandma's mending basket on the table (p. 135).

There is a most appealing use of smell in this passage. Both the spicy
smells from the kitchen which could be gingerbread, pumpkin pie, ap-
plesauce cake, or any other of a wide range of choices, along with the
pleasant smell of wood smoke from the fireplace, make this a scene a reader
would like to enter and enjoy.

To anyone who has experienced smelling a rotten egg, the description
by White in Charlotte’s Web (1952) could only serve to stir up the un-
pleasant memory and the desire to remove oneself from the vicinity of the
offending item.

The trough tipped up and then came down with a slap. The goose-
egg was right underneath. There was a dull explosion as the cgg
broke. and then a horrible smell. Fern screamed. Avery jumped to
his feet. The air was filled with the terrible gases and smells from the
rotten egg. ‘lT'empleton, who had been resting in his home, scuttled
away into the barn.

“Good night!” screamed Avery. “Good Night! What a stink! Let's get
out of here!” (p. 72).

Avery has expressed for all readers their very own heartfelt desire to be
up and as tar away as possible from the terrible odor.

Reading and Feeling

Finally, through reading it is possible to recapture a delightful moment,
a thrilling moment, or a very sad moment and actually feel again the same
way as when the event was originally experienced.

This last example is again from Charlotte’s Web (1952). "

“Good bye!” she whispered. Then she summoned all her strength
and waved one of her front legs at him.

She never moved again. Next day, as the Ferris Wheel was being
taken apart and the race horses were being loaded into vans and the
entertainers were packing up their belongings and driving away in
their trailers, Charlotte died. The Fair Grounds were soon deserted.
The sheds and buildings were empty and forlorn.

Countless readers have mourned the death of Charlotte and without
realizing it have learned from it a great deal about life itself.
A Final Comment

It should be apparent by now that the best reading material can offer
far greater cxperience than any other single medium. The major
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ingredients necessary are the writer’s skillful use of words in communicating
his message and the reader’s interaction with that message.

I feel Robert Burns would approve of paraphrasing some of his words to
most effectively express this interaction.

Oh what a power the author gives us

As his words display new worlds before us!
He widens our hortzons for us,

And thus we grow.
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READ A BOOK IN AN HOUR

John A. Childrey, Jr.

FLORIDA ATLANTIC UNIVERSITY, BOCA RATON

Why not use a wholistic technique to introduce a novel? Why not tear
the chapters out and discover, not only a novel, its plot, themes, characters,
but also deal with those elements as a group discovery? The technique
should resemble a treasure hunt where the process of “getting there” is as
exciting as arriving.

I still see the wide-eyed horror and disbelief come on the eager, waiting
faces as I calmly tell students that we will read a book in the next hour and
just as calmly tear out the nineteen chapters of Theodore Taylor’s The Cay,
handing each participant a chapter. Within an hour the nineteen chapters
are read, the plot, themes, characters and significant events are sum-
marized, analyzed, thoroughly discussed and initial shock replaced with
enthusiastic promise.

Torn to Preces

The technique is simple enough, the student reads a portion of the
whole. Responsible for a chapter, several pages, or a few key paragraphs,
the student is asked to summarize what is read and relate it to the class. In
this manner the novel, short story, or essay takes form.

Individual students are given the responsibility of a unique portion of
the narrative. A sense of having a meaningful contribution is developed.
Only the individual knows what cqntent was read. Shy students have
something to say; and extroverted students have some limits put upon them.
Yet each must participate to establish a totality.

Reading With A Purpose

As the task is outlined to the student, several guiding principles can be
applied. Suggest to the students that the report to the class might con-
centrate on one element of the author’s intention: (1) a retelling of the
plot - the ability to sequence events after reading them is necessary, and the
outcome is the retelling of the story line; (2) a retelling of character
development —details of the major characters, and sometimes key minor
characters, force the student to look closely at protagonist and antagonist
behavior and make a judgment; (3) a critical reaction to themes —a level or
so removed from plot, the student is forced to come to grips with internal
meaning, allegory, symbolism and the other abstract concepts having to do
with the ultimate purpose of the work; or (4) other typical purposes for
literary analysis.

By using questions, the teacher can keep the series of summaries on
target. This forces the student to recapitulate and relate a chapter to a
previous chapter. This is especially important for analysis of character
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development or thematic denouement. It is equally helpful for establishing
the prediction of future developments. Discovery is based upon the ability
to anticipate or to hypothesize. Other techniques also seem appropriate in
developing these same habits, DRTA (directed reading-thinking activitics),
reciprocal questioning, even SQ3R.

Extenstons of the Technique

Some teachers report that tearing the book apart, while dramatic,
offends their sensibilities concerning books. So they suggest several alter-
natves:

1. Have a book for cach student and portion out the readings. This has the
added advantage of already having the book in hand so the students
could read the book for themselves after this quick summary. The
technique aids motivation.

2. Pass the book around or orally read portions of the book.

These suggestions defeat, for me, the purposes of getting a full picture of a

long work in a short period of time.

But applications to other reading situations seem to be easily generated
as the technique is discussed. Some teachers see the technique as a modern
version of round-robin reading; others view it as a panacea to their Stlas
Marner frustrations. In a dialogue with a grammar teacher, we agreed that
it may be appropriate, as review, to make each student an expert on one
structure (one chapter in the grammar text). Some other suggestions in-
clude:

1. Portioning chapters to one student or small groups for retelling would
provide for a good overview of the matenial or review if used after class
reading.

2. This technique seems ideally suited to motivating students to read an
entire book.

3. Concentrating the technique for the first half of the book, followed by
class retelling and sharing, would really prepare the students for the
reading of the rest of the book on their own.

4. It may be suited for supplemental reading in a content area, health for
instance, so that a biography might be shared by someone in the history
of health (Salk, Pasteur, etc.). This is equally true in social sciences in
dealing with several biographies of the same person. A quick com-
parison of interpretations of the crucial individual in history would
probably be very exciting and stimulating to further reading.

Several teachers have suggested that this technique is appropriate with

slow reading students who seldom achieve a total concept of their

reading.

6. 'The technique enables students to concentrate on specific elements and
grasp deeper insights into how imagery, character development, main
ideas, or significant details operate in a limited task. Sharing their
insights with others confirms or challenges their own perceptions.

7. Forcing the student to condense the retelling sharpens that ability. The

[$2



176 -Th

sharing assists self-esteem as the students have something of value to
relate to classmates.

8. Simply, it is a technique which can engage the entire class or a portion
of it as either a teacher ditected or student directed acuvity.

Some Cautions

On the other hand, a few cautions have been noted. The tme for
retelling should be specified and adhered to. Too much telling allows for
boredom, so a reasonably rapid tempo needs to be maintained. An attempt
should be made to fit the reading and retelling and discussion into a single
class hour to maximize the dramatic effect. Reasonable care should be
taken with the text material selected. Material which has thematic
coherence seems to work well. Some concern has been expressed in books
(material) in which each chapter is self-contained, i.c.. Body Language.
Concern has been expressed over the students who, exposed to a book by
this technique, feel that they know the book well enough to get by without
reading it fully. I am afraid that will happen even with the best of
techniques.

Trylt You'll Like It

This approach to getting students into a book is really an attempt to
look at the form of the work. Some have even clevated the purpose as an
attempt to look at the process of reading. If the technique succeeds in
bringing a student closer to the author’s meaning through careful attention
by which he gains an insight to the whole book in a minimum amount of
time, 1t is successful. If it forces that student to read the entire work with a
greater appreciation, with more critical response, or with greater un-
derstanding, 1 could ask for nothing else.



NURTURING INTELLIGENCE
IN THE CLASSROOM

Eleanor Buelke
READING HORIZONS STAFF WRITER

There is a fine balance, a significant subtlety, for a teacher to sustain in
order to be a functional force in the classroom nurture of intelligence.
Keenly sensitive perceptions are required if teachers are to “follow along, so
to speak, ahead of the children, helping them to clarify, organize, and
extend meanings as they reach out for understanding.” Teachers’ roles in
this process demand a high degree of knowledge about our language and an
active, creative part in its use. Pervasive habits of observing and listening
should be enmeshed in the whole approach to teaching. More than that, as
children seck constantly to organize their knowledge into conceptual
structures, their efforts must be met by teachers with responsible steps to
support. to stretch the scope, of these understandings. Challenges and
choices facing teachers in designing programs for classroom learnings then
become the crucial fulcrum in understanding and counter-poising the
differing aspects of what childrendo know, can know, and should know.

The quantity and quality of skills, information, and behaviors children
do know and possess at the time they begin regular schooling are astound-
ing! Unfortunately, these are often disregarded, or discounted, by teachers.
This is a grave mistake. It indicates a lack of knowledge, or restriceed
understanding, of the components and character of intelligence. It is unjust
to children. It is equally unfair to those who function at a superior level and
to those who operate at, or below, what is arbitrarily determined as
“average” for their groups. Implications from documented obscrvation and
rescarch are that mature capacity for thinking grows through an
evolutionary, developmental process.? From the moment of birth, some
believe even during the gestation period, human individuals start learning,
imprinted and influenced by genetic and environmental factors, as well as
cultural patterns and practices and humans around them. All of these
influences aftect future physical and mental development. They also help to
determine psychological accommodations under conditions of stress or
deprivation. How a child functions at any given period in this continuum is
most germane in planning for further knowing and growing.

At the age of five or six years, children already are experts in oral
language. Through experiencing a large variety of language utterances
during these first years of hfe, they have usually acquired the complex
patterns of their language, and are able to speak and understand thousands
of sentences they have never previously heard. All this takes place with no
formal teaching, sequencing, ordering, or programming in any particular
way.?

Longitudinal studies of elementary children through the sixth grade
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show that the positive relationship between general language ability and
reading ability evident at an early age continues throughout each suc-
ceeding vear of elementary school life, and expands to include writing skill
as well* While many teachers accept this as being true for young speakers
of standard English, classroom teaching practices have reflected ignorance,
or incertitude, concerning divergent speakers. Their language, when they
enter school, is equally grammatical and systematic, within the norms of
their dialects, with that of other children? It is a recent fact, and a tragic
one, that the courts have had to force the truth upon some schools, to
adjure administrators and teachers alike to acknowledge this vital link
between all childfen and the world of humans and learning.

In addition to the more obvious, observable language skills, children
began formalized learning in schools in possession of varied potentials for
conceptualization. Those who have acquired early in life an abundant
accumulation of perceptual patterns and verbal labels have a tendency for
greater facility in constructing more complex patterns and new labels
required for later conceptual thinking.5 Directly related, also, to genetic
and previous environmental factors are their numerous response patterns
which have been innately structured into “schemas,” used by young learners
In progression towards more objective, abstract thinking, and basic to
individual, autonomous learning.’

Individual “will to learn.” the foundation for autonomous learning, is
intrinsic in the human species. Young children possess it in varying degrees
and intensity. Some members of any typical class will have been allowed to
exercise it freely and creatively in their pre-school years. Others may have
been repressed in its use. It is a motive for learning “that finds both its
source and its reward in its own exercise.” It consists of “natural energies
that sustain spontaneous learning — curiosity, a desire for competence,
aspiration to emulate a model, and a deep-sensed commitment to the web
of social reciprocity.” Again, early environmental forces, as well as genetic
constitutions, exert great, differing influences upon children’s attitudes
towards problem solving. This, in turn, affects use of free will in making
choices and decisions.® Emotions, too, play their part in igniting and
directing “will.” The study of affect in its relationship to social behavior and
social structures indicates its centrality to learning which takes place within
a social milieu.'?

At least one powerful emotion can be considered prerequisite to the
“will to respond,” the core of learning activity. It is the feeling that
something, or someone, outside of the self really matters. It is called “care.”
About the time that children commence formal education they are moving
out from gross egocentricity towards recognition of others like themselves.
They feel and respond in identification with feelings of others. It is this
conscious caring which is inseparable from valuing and willing some actions
over others. It is a source for motivation which catches children up in the
excitement of learning.'!

All of these things that pupils do know — their internalized language
systems, concepts formed from perceptions and verbal labeling, their wills
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to learn and respond, and the ways they manifest caring about themselves
and for others can be used by discerning, responsive teachers. Knowing
children in the classroom well enough to be aware to their competencies is a
good starting point for pacing and determining teacher strategies. Such
knowledge enhances evocative teaching, to inspire children’s efforts for
excellence. It becomes the basts, and the life, from which all further
movement toward what can and what should be learned on the way to
intellectual maturity can proceed.

Intelligence is no longer considered to be a fixed, finite, pre-determined
property of an individual. The mind and intellect can continue to expand
and grow as long as the brain remains healthy and active. Most people
never approximate their total capabilites. Many members of the scientific
community. and the general public as well, have concluded that people use
only a very small fraction of their intellectual capacities, perhaps as small as
ten per cent.!? From working with computers and other technological
devices, sclentists have discovered that, wonderful as machines can be,
abilities of the human mind are superior to them and can far surpass what
anyone has dreamed. They know that:

.. . the number of possible mteractions within the brain alone is
beyond the current skill of our best mathematicians to compute in a
meaningtul manner. The best way of expressing the total creative
capacity of the human central nervous system in layman'’s language
is that for all practical purposes it is infinite 1

Experimentation and research in other areas have led to the belief that
humans may have a mind resource to control their physical structures and
mental processes. There is much still uncertain about the limits of mental
control of mind and body, but exploration to discover what brain waves and
their patterns mean to human mental activity has only just begun.!®> These
findings present a paradox of both onus and opportunity for educators.

Not all that can be taught should be taught. It has been stated that,
“Any idea or problem or body of knowledge can be presented in a form
simple enough so that any particular learner can understand it in a
recognizable form.™® But, it is also cautioned that curriculum material
must not be prepared without regard for “the inherent structure of the
material, its sequencing, the psychological pacing of reinforcement, and
the building and maintaining of predispositions to problem solving.™®
Teachers would save themselves and their students much anxiety and
wasted energy if they developed a strong, empirically based awareness of
what can be known by the age group they teach. Many judgments asked of
children require maturity and objectivity which *. . . the meager and highly
subjective experience that forms the world of the child does not per-
mit . . .7 Affirming that all children, not just the elite few, need to be
stimulated, to be encouraged, to be allowed to develop and use their
potential abilities, teachers must assume the responsibility of when and how
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to present what should be known, according to the ages, backgrounds. and
behavioral/cultural styles of the groups to be taught.

Taking this responsibility means knowing when to wait, when to move
cautiously, and when to pursue boldly. It includes knowing how to expand
areas of learning, both horizontally and vertically, and allowing children
time and freedom to construct their own knowledge. It requires teachers to
strive always to strike that delicate balance between their will to show and
children’s will to know, the proper mix that nurtures academic success,
intent participation, and self-motivation for continued learning.

Under pressure from various sources for positive action, many school
districts are developing special programs for children labeled as “especially
bright,” “gifted,” and “talented.” However, most classroom teachers face
teaching heterogeneous groups throughout the school year. All children
need intellectual nurture; thac is the reason for the existence of public
education. There are some practices, though, that can help teachers ac-
complish this better than others. One great teacher in the area of creative
power has classified three types of effective learning:

1. Experience-learning: it leads directly into effective behavior.
“Knowledge without a good behavior outcome is apt to remain
sterile;”

2. Research-learning. it is based upon a genuine desire to ac-
complish something; it can be done by groups or individuals; and

3. Creative-learning: it is the individual outcome of what is done
with mind/hand expression of individuality; it is not capable of
being copied or imitated exactly.

{The first two usually cover larger areas of knowledge than texts;
they are brought about through a sharing process, one of the most
powerful motivators and builders of positive self-concept. )!*

Another teacher, with expertise in the development of human poten-
tialities, has listed these qualities of the productive learning environment:

1. Freedom from role: Role-taking is depersonalizing, dis-
tancing, fragmenting to the whole person, restrictive to the impulse
life, and limiting to creativity.

2. Serenity and inner peace. Greater growth can form internal
drives that emerge from inner peace. The need to believe that
conflict is the only road (or even a major one) to creativity is
produced as a rationalization by conflict-prone modern man.

3. Interdependence: 1t is not enough to be free, to do what I
want, to allow others freedom. The essence of the human condition
is to be with others, to grow with them, to be aware of the depend-
ency we share with all men, to love with, to care for, and to respond
together.

4. Delight in another’s joy: The ability to experience sustained
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and uncontaminated joy and the ability to delight in another’s joy
are correlated . . . with the attainment of human potential.

5. Trust in self and others: 'The barriers to person potential are
all variants of fear, derivatives of distrust: alienation, hostility,
impotence, psychological distance, indifference, loneliness, and
competitiveness.'®

Some more specific things that teachers can do best in their own per-
sonalized styles are to:

1. Observe children’s questions: to assist in assessing their in-
dividual learning styles;

2. Anticipate the wide range of language development to be
found in any one classroom: to reduce unproductive anxiety and
frustration;

3. Respect children’s rights to fluent speech, according to their
internalized rules of grammar: in order to respect the
thought/intelligence behind what they say;

4. Beware of regarding adult social expectations as typical and
appropriate for the range of children’s interests in thinking,
speaking, and writing: to aid in appropriate planning/valid
evaluation;

5. Give ‘superior offerings’ the aduvantage of a conspicuous
setting: to promote inspiration, discrimination, and information of
values; '

6. Capitalize on childhood’s complete receptivity to new sttmuli
and new situations: to keep enthusiasm for learning high; and

7. Prouvide conditions for enlarging children’s range of choices:
to enable them to learn how to exercise free will, so basic to
motivation for growth.

The nurture of intelligence is not easy. As a profession, it might even be
considered hazardous. To do it well demands great amounts of tume. It
takes much more effort than day-after-day page-flipping of teachers
manuals; more planning than distributing, collecting, and sorting reams of
prepared seatwork and prescription sheets; more concentration than
assigning one exercise after another to all, alike, in a workbook, however
“teacher-proof” these materials are planned to be. It so immerses the heart
and mind that there may be a constant tugging back to the problems of the
day outside of regular teaching hours, and beyond classroom walls. It
requires deep thought and tremendous energy.

Above all, it takes courage: personal courage, to accept disap-
pointment, but, to continue to affirm daily the commitment to what seems
best for all children; social and moral courage, to stand up for convictions
when facing parents, colleagues, and administrators; and creative courage,
to extend oneself beyond the usual, the routine, and the expected. Most of
the rewards will be intrinsic. When the teacher steps back to view and assess
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the delicate balance, the satisfactions will be found in classroom enthusiasm
to enhance experience; individual artistry for all to appreciate; beauty to
behold in language, thought, and action; and increased intellectual power
to propel cach toward lifetime learning.
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CAN WE UPDATE EXPERIENCED
TEACHERS' BELIEFS AND
PRACTICES IN READING?

Thomas W. Bean
CALIFORNIA STATE UNIVERSITY, FULLERTON

A recent review charting the impact of educational research on
classroom teaching found that teaching practices, particularly in reading,
were rarely modified to reflect current research findings (Clifford, 1973).
Clifford chronicled the fragmentary, “one short” nature of much of the
educational research produced and reported over the last fifty years. He
suggested that a more unified body of cumulative research findings in a
cohesive area of investigation might stand a better chance of influencing
change in the classroom.

Psycholinguistics, spanning the last 15 years of reading research
represents such a cumulative, unified research enterprise that should be a
pivotal force in updating and modifying our past beliefs and practices in the
teaching of reading. Indeed, persuasive data banks exist in miscue analysis
that directly challenge our prior beliefs and practices on a number of fronts
(Allen and Watson, 1976). For example, miscue research has cogently
demonstrated the reconstructive. top-down nature of the reading process.
Synonym substitutions are valued since they rarely disrupt meaning, phonic
skills are downplayed as an aid to fluent reading, and “armchair”
hierarchies of reading rules and sub-skills are viewed with suspicion by most
psycholinguists. Given that we have such a persuasive body of empirical
data to challenge our past practices in the teaching of reading, to what
degree do experienced teachers subscribe to a psycholinguistic view of the
reading process?

A recent cross-cultural survey explored the degree to which experienced
and preservice teachers in America and England reported agreement with
some of the tenets of psycholinguistics (Robinson, Goodacre, and
McKenna, 1978). The researchers constructed a self-rating scale based on a
verbatim list of statements introduced by Smith (1973) in an article entitled
“Twelve Easy Ways to Make Learning to Read Difficult.” Table 1 presents
the self-rating scale.

A teacher who subscribes to a psycholinguistic view of the reading
process would be expected to respond negatively (i.e., select “No™ or “Slight
Emphasis”) to the 12 items on this scale. Robinson et al. (1978) predicted
that experienced teachers, steeped in traditional reading dogma would tend
to concur with Smith’s 12 statements. Thirty-seven experienced teachers in
America completed the rating scale. Indeed, the researchers’ expectations
were confirmed. Experienced American teachers exhibited little agreement
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TABLE 1
Robinson et al. (1978) Rating Scale

Directions:  Place a check mark () under the statement that best
represents your teaching emphasis for each of the 12 items.

No Slight Moderate ~ Heavy
Emphasis Emphasis Uncertain  Emphasis  Emphasis

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

o

Ensure that phonic skills
are learned and used.

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

4. Make word-perfect reading
the prime objective.

5. Discourage guessing; be
sure children read care-
fully.

6. Encourage the avoidance
of errors.

7. Provide immediate feed
back.

& Detect and correct
inappropriate eye
movements.

9. Identify and give special
attention to problem
readers as soon as
possible

10.  Make sure children under
stand the importance of
reading and the serious-
ness of falling behind.

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

12 1t the method you are
using is unsatisfactory,
try another. Always be
alert for new materials

and techniques,
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with the 12 statements. Similar response patterns were noted for ex-
perienced English teachers and preservice teachers in both countries. The
researchers concluded that the basic principles of psycholinguistics were
either unknown to this sample of teachers or in marked contrast to their
deep-rooted beliefs about reading instruction.

The present study was designed to explore the degree to which a one
semester graduate level course in Psychology of Reading mght update
experienced teachers’ beliefs and practices in reading. The self-rating scale
reported by Robinson et al. (1978) was used as the criterion measure. The
11 students enrolled in the course were elementary and secondary teachers
of reading pursuing either a California reading specialist credential or a
master's degree. The core text for the course was Frank Smith's Under-
standing Reading (1978) with supplementary readings in cognitive
psychology but Smith's (1973) article was not read by these students. The
course involved a blend of psycholinguistic theory and practical teaching
strategies that would be supported by a psycholinguistic view of the reading
process. For example, the “ReQuest” procedure (Manzo, 1969), em-
phasizing prediction and applied level thinking was introduced and im-
plemented by members of the class. It was reasoned that a combination of
intensive exposure to psycholinguistic theory and its practical application
would yield statistically different results from the Robinson et al. (1978)
sample.

Method

Eleven students completed the 12 item rating scale on the last evening of
class. The accumulated data for experienced American teachers in the
Robinson et al. (1978) study and the present study were compared
statistically in an analysis of variance. Table 2 presents the raw percentage
data for the two samples on each item of the rating scale.

In order to statistically compare the data from the two studies, two main
categories were formed reflecting agreement or disagreement with Smith’s
(1973) psycholinguistic principles. That is, “no emphasis” and “slight
emphasis” responses were combined to form a “no/slight” category. And,
“moderate emphasis” and “heavy emphasis” responses were collapsed to
form a “moderate/heavy” category. Uncertain responses were not included
in the analysis of the data. Percentage scores reflecting agreement or
disagreement with Smith'’s 12 psycholinguistic principles were computed for
the two samples (Table 2).

Results

Two separate analyses of variance were conducted. The first F-test
contrasted the Robinson et al. (1978) sample with the Psychology of
Reading group in terms of agreement with psycholinguistic tenets as
portrayed in Smith’s (1973) statements. The mean agreement score for the
Robinson et al. sample was 25 percent and the Psychology of Reading
group evidence 54 percent agreement (F [1,23] = 580, p .05). This
statistically significant difference suggests that the Psychology of Reading
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TABLE 2
Percentage of Teachers Agreeing or Disagreeing
With Traditional Reading Beliefs

FMPHASIS

No/Shight Moderate, Heavy
* L 1 I

1. Aim for early mastery of 29 b4 el Yy
the rules of reading.

o€
(e
3

2. Ensure that phonic skills 18 62
are learned and used.

3. Teach letters or words 18 100 38 0
one at atime. making
sure each new letter or
word is learned before moving on.

1. Make word-perfect reading 72 100 18 0
the prime objective.

5. Discourage guessing: be 13 82 4 0
sure children read
carcfully.

6. Encourage the avoidance 24 90 72 1
of errors,

Provide immediate teed- B 1 bl b4

back.

8. Detect and correct 18 2! 72 18
inappropriate eye
TMOVCMEnts.

9 Identify and give special 5 18 41 82
attention to problem
readers as soon as
possible.

10, Make sure children under R4 22! H2 RG]
stand the importance of
reading and the serious-
ness of falling behind.

11, Take the opportunity ue 56 70
during reading instruc-
tion to improve spelling
and written expression
and also insist on the
best possible spoken

English.

12 1f the method you are 9 8] 49 100
using is unsatisfactory,
vy another. Always be
alert for new materials
and techniques

* 1. Robinson etal. sample (n = 37).
** 11, Psychology of Reading sample (n = 11)
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course did have an influence on the degree to which experienced teachers
reported agreement with psycholinguistic principles. The results of the
second F-test lend further support to this finding. The mean score for the
Robinson et al. (1978) sample was 66 percent, reflecting an emphasis on
these traditional beliefs and practices. In contrast, the Psychology of
Reading group evidenced a mean score of only 34 percent
“moderate/heavy” emphasis on traditional beliefs and practices in reading
instruction (F (1,23) = 6.72, p .05).

Discussion

The findings of the present study strongly suggest that graduate course
work in the Psychology of Reading can be instrumental in helping ex-
perienced teachers update their beliefs and practices in the teaching of
reading. Furthermore, this study points to the need for curriculum at the
master’s level that goes beyond a “grab bag of tricks” approach to the
reading process. Substantive, challenging experiences with recent linguistic
and psychological research findings must be an integral part of our
graduate curriculum. Only in this way can we begin to counter Clifford’s
(1973) contention that classroom teachers are historically victims of inertia,
operating in a kind of vacuum that ignores the findings of educational
research. The cumulative body of information from psycholinguistics holds
much promise for improving the teaching of reading. Let's not play “I've
got a secret” with this wealth of knowledge for too long.
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ADAPTATIONS OF MANZO'S
GUIDED READING PROCEDURE

Dixie Lee Spiegel

UNIVERSITY OF NORTH CAROLINA

In 1975 Manzo described the Guided Reading Procedure, which was
designed to “improve reading comprehension by stressing attitudinal
factors-- accuracy in comprehension, self-correction, and awareness of
implicit questions, as well as cognitive factors, unaided recall and
organizational skills” (pp. 291). As developed by Manzo, the Guided
Reading Procedure (GRP) is to be used after the reading of a common
selection. However, the GRP can easily be adapted as a pre -reading activity
and as a post-reading activity when students have read different materials.

The original Guided Reading Procedure involved seven steps:

(1) The students are told to read the selection in order to remember
everything.

(2) The students dictate to a recorder (usually the teacher) all that they can
remember. This information is recorded on the chalkboard, without
correction.

(3) When the students can remember nothing more, they may return to the
reading selection in order to correct inconsistencies and add important
information that was not recalled spontaneously.

(4) The class reviews all recorded recalls and organizes them into an
outline, pattern, or other format that shows the relationships of the ideas.
(5) The teacher asks questions only as needed to develop full understanding

(1) The students are told to read the selection in order to remember
everything.

(2) The students dictate to a recorder (usually the teacher) all that they can
remember. This information is recorded on the chalkboard, without
correction.

(3) When the students can remember nothing more, they may return to the
reading selection in order to correct inconsistencies and add important
information that was not recalled spontaneously.

(4) The class reviews all recorded recalls and organizes them into an
outline, pattern, or other format that shows the relationships of the
ideas.

(5) The teacher asks questions only as needed to develop full understanding
of the selection. These questions should usually be beyond the literal
level and serve as a model to the students of questioning techniques.

(6) Short-term memory is tested by using a matching, multiple-choice,
essay, or unaided recall format. This step is important for the students’
own feedback and reinforcement.
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(7) (Optional) After studying the material further, medium and/or long-
term memory is assessed.

As a Pre-Reading Activity

To adapt the GRP as a pre-reading assignment, the teacher should
identty a unit or topic of study that is fairly narrow in scope, such as
photosynthests, the Constitution, or sprders. Following the original GRP,
the students tell the recorder(s) everything they already know about the
topic, before any lecture or reading assignments have been made. After the
unedited bits of information have been recorded, the students identify
conflicting information and also identify areas in which no information has
been provided. (“Hey, we don't know what spiders eat!”) At this pre-reading
stage no effort is made to resolve the conflicts or to provide missing in-
formation. Next, the outline s created. Conflicting information is listed
side by side: “have 6 legs/ have 8 legs.” Areas in which no information is
known are listed by headings in the outline. (See Figure 1.) Both kinds of
problems are keyed by question marks. The teacher may wish to suggest
sub-topics so that full coverage of the major topic is ensured. The outline is
either put on permanent display or is reproduced so that each student has a
working copy.

FIGURE 1

Outline for GRP as Pre-Reading Procedure
Spiders
I.  How They Look
?A.  Have 6 legs/have 8 legs

B. Have 2 body parts
°C. Antennae

II.  How They Live
?A.  What they eat
B. Spin webs

1. Made of silk

2. Lots of different kinds of webs

3. Stucky
?a.  What makes them sticky
?b.  Why doesn't the spider get stuck

Using the GRP as a pre-reading procedure has many advantages for the
students. One advantage is that clear purposes for the unit of study are
identified by the students before study begins. The class becomes aware of
the gaps in their understanding of the topic. They also become alerted to
areas of misconceptions and conflicting information. Far from being a
discouraging factor, misconceptions may actually serve as a positive force as
individual students seek to prove that their own information was accurate.
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Supplying the missing information and untangling conflicting in-
formation become the purposes and motivation for further study of the
topic. The students have the responsibility for creating a complete, ac-
curate outline by the end of the unic. Their task has been set based ontherr
needs and level of information.

On a more abstract level the pre-reading GRP can help provide
ideational scaffolding for the new concepts to be presented in the unit
(Ausubel, 1964). By bringing to mind what the students already know
about the topic and by organizing this information into an outline, the pre-
reading GRP builds a framework to which new ideas can be attached.
Without this framework in mind, new concepts are likely to be quickly
forgotten because they do not fit into any overall scheme of information.

This procedure also has many advantages for the teacher who is truly
interested in teaching to identified needs rather than to assumed needs. The
pre-reading GRP allows the teacher to assess the level of background
knowledge of the class. He or she may find the students lack even the most
basic concepts about the topic or are very confused about these concepts. If
this i1s the case, the teachers can then plan to make sure these building-block
concepts are presented to the class, either through lecture or through
reading assignments before more sophisticated ideas are introduced. Much
as it may hurt, the teacher may have to abandon plans for teaching the
techniques of the giant slalom and move back to the bunny slope. Otherwise
the risk of casualties, either in terms of frustrated students or of com-
pounding misconceptions, is too great.

The pre-reading GRP may also identify the opposite problem to the one
described above. That is, the class may already know nearly everything the
teacher planned to present about photosynthesis or the Constitution. If the
GRP is done enough ahead of time or if the teacher has a repertoire of
potential reading assignments on hand, he or she can then make reading
assignments at a higher level of sophistication than those originally plan-
ned. Rather than bore the students with “everything you already know
about photosynthesis,” the teacher can move on to the more difficult
concepts, secure in the knowledge that the students already possess the
necessary background of information.

Of course, in most instances the students’ backgrounds will fall
somewhere between the two extremes. They will have some gaps in their
knowledge, but the class will not be a tabula rasa, and they will have some
incorrect information. The pre-reading GRP can aid the teacher in
identifying precisely the needs of the students and lectures and reading
assignments can be prepared to take care of these problems.

As A Post-Reading Activity

The GRP was originated for use when all the students read the same
selection. However, the post-reading GRP can also be very effective when
students have gathered information from a variety of sources.

Many teachers resist making individualized assignments in the content
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areas because they are concerned that all students will not develop an
understanding of certain core concepts. In addition, they are often afraid
that information from a wide variety of sources will be so diverse that
students will be unable to synthesize the bits and pieces into a useful whole.
The post-reading GRP can help overcome these concerns.

When used as a procedure after students have searched a variety of
information sources, the GRP should proceed as Manzo has described it
through Step 5. However, the learning outcomes, both for the students and
the teacher, will be slightly different. For example, rather than being
limited to a specific set of details and generalizations, the class can draw on
a large body of diverse information in supplying recalls. Because not
everyone has read exactly the same material, each student can contribute
something to the outline, not just the Sam or Sally Sunshines who think the
fastest or speak the loudest. If, as Johnson (1977) has urged, each suggested
source of information, regardless of readability level, has a unique piece of
data (instead of just being a watered-down version of the “grade level”
assignment), all students can have the status of being a contributor. The
high school junior who has read the sixth grade science text may be the only
one who knows why spiders don’t stick to the web themselves.

Another important outcome from using the GRP with different sources
of information is that students will learn to deal with the fact that
everything in print is not necessarily true. When attempting to reconcile
conflicting information during Step 3, both contributors may be able to
point to exact quotations from their own sources to back up their in-
formation. When this happens, the teacher may introduce some of the
wnportant aspects  of critical reading, such as investigating the
qualifications of the author, the date of the publication, and the audience
for whom the material was written. Such conflicts can also point out the
value of seeking information from several sources rather than relying on a
single source. Using the GRP after several different materials have been
consulted almost ensures that opportunities to teach critical reading will
arise haturally in response to a real need.

As with the original GRP, the GRP based on different sources can serve
as a review and summary. The value of the GRP as a summarizing activity
when used at the end of an entire unit is even greater than when used after
the reading of a short. common selection. The students can use this activity
as a sclf-assessment of their understanding of the unit. They can fill in the
gaps resulting from their own limited reading by referring to the class
outline: they can identify misconceptions they have. due either to their
unclear understanding of what they read or to conflicting information.
They can organize and synthesize the various pieces of data they have into
some sort of a meaningful framework.

The teachers can also use the GRP for assessment. Rather than iden-
tifying the students’ missing concepts and misconceptions by a test which
half the students fail, the teacher can use the GRP to identity concepts that
need to be re-taughtbefore the test.

The teacher also gains two other important and related advantages by
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using the GRP in this way. First, the teacher is free to individualize
assignments because he or she knows that each student will not be limited
only to the concepts in the individual assignment. A student who simply
cannot handle the grade level text is not doomed to the trustration
and embarrassment of facing an assignment he or she can't read (and
therefore learning next to nothing). or the frustration and embarrassment of
learning just the “babyish” ideas. Furthermore, the teacher no longer needs
to be concerned that the students will develop only partial concepts and
learn isolated pieces of information. The GRP draws together the pieces
and organizes them. The major headings (the Roman numerals and capital
letters in the traditional outline format) can be identified as the important
picces that all students must learn. The minor headings can be viewed as
“icing” either information that is interesting but not necessary or that is
necessary for a grade of 4 on the unit but not for aB or C.

Summary

Manzo has identified an important instructional aid in the Guided
Reading Procedure. By adapting the GRP as a pre-reading activity and as a
post-reading activity when individualized assignments have been made,
teachers can treble the usefulness of this effective procedure.
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RAPID COMPUTATION OF THE
SPACHE REVISED
READABILITY FORMULA

Lawrence L. Smith
UNIVERSITY OF FLORIDA, GAINESVILLE

Many people who use readability formulas avoid using the Spache
Revised Readability Formula (1974) because, they say, it takes too much
time. Others claim that the math is too complicated for them.

Since the formula is supposed to be more precise at the primary levels
than some of the other formulas, it is believed that many people would use
it if the operations to determine the estimated readability level could be
done quicker and with fewer calculations.

The purpose of this paper is to provide tables to be used with the Spache
Revised Readability Formula in order that those persons who desire to use
the formula but do not want to do all the calculations may do so.

The steps for using the revised formula tables are:

Count the number of words in the sample. *

Count the number of sentences in the sample. *

Count the number of “hard words” in the sample. *

Using Table I, find the intersection of the number of words and the

number of sentences in the sample.

5. Using Table II, find the intersection of the number of words and the
number of “hard words” in the sample. (It should be noted that even
with no “hard words", it is still necessary to use Table I1.)

6. Add the numbers from steps 4 and 5 to determine the reading level of a
particular sample.

OO DN

An example for using these tables with a sample of 117 words, 8 sen-
tences, and 4 “hard words" follows:

117 words and 8 sentences = 1.770
117 words and 4 “hard words” = +.939
Readability Score 2.709 0r 2.7

Hopefully, those persons who use or would like to use the Spache
Revised Readability Formula will find the tables helpful.

* As described in Spache (1974)
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APPLYING THE CLOZE PROCEDURE
TO CHILDREN'S BOOK SELECTIONS

Anne M. Ferguson
SOUTHEASTERN LOUISIANA UNIVERSITY, HAMMOND

This study was designed to determine at what level, as measured by the
cloze procedure, sixth grade children selected trade books when a wide
selection of books was available.

The sample consisted of one sixth grade class from Springdale,
Arkansas. There were thirty subjects which included fourteen boys and
sixteen girls. The study was conducted at the end of the school year. The
sample was primarily selected on the following criteria:

1. A heterogeneous group that had access to a wide selection of trade
books from the school library at least once a week.

2. A heterogeneous group that recently completed the SRA Assessment
Survey: Reading, 1971 Edition, from which total reading scores were
available for use in ranking.

The principle of self-selection suggests that the child will select books of
an appropriate level of difficulty. Therefore, in applying the principle of
self-selection to children and their trade book selections, children are able
to recognize their own needs, thus selecting trade books they will un-
derstand (Olson, 1945).

The cloze procedure was the instrument utilized to determine the level
of difficulty (frustration, instructional, or independent) at which the
sample selected trade books (Bormuth, 1968). The cloze procedure is a
technique implemented by systematically deleting words from a prose
passage. The responses, given in the place of the deleted words, are then
evaluated, thus reading levels can be assessed ('T'aylor, 1953).

On three different occasions, the sample of subjects selected trade books
from the school library. Before the children read their trade books, they
were collected in order that a cloze test could be constructed for each of
them. A cloze test for each selection utilizing the every fifth word deletion
was constructed. The cloze test was administered and then evaluated. Each
cloze test contained fifty deletions. Correct responses out of fifty were
totaled and multiplied by two in order to obtain a percentage score. The
cloze test lends itself to the identification, through the percentage score
obtained, of the functional reading levels. Percentage scores obtained from
the subjects’ performance on the cloze tests suggested one of the following
classifications (Bormuth, 1968):

Frustration level: below 37 percent
Instructional level: between 38-57 percent
Independent level: above 57 percent
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Specifically, answers were sought to the following questions in order to
fultill the major purpose of the study:

1. What proportion of sixth grade children sclected trade books at
frustration, instructional, and independent level when provided with a
wide selection of books?

2. Was there a difference between boys and girls in the difficulty level of
trade books selected?

3. Was there a difference between high and low achievers in the difficulty
level of trade books selected?

4. What types of literature were selected?

5. Were specific authors chosen frequently?

Focusing on the first question, Table I presents the data obtained from
the sample of thirty subjects on cloze tests Nos. 1, 2, and 3. The data
revealed that more than half of the sample selected trade books at the
independent level. Almost all of the remaining sample selected trade books
at the instructional level. A very small number (2 subjects) selected books at
frustration level, which only occurred on cloze tests Nos. 1 and 2. The
sample tended to be very consistent in selection of trade books at the in-
structional and independent levels. Cloze tests Nos. 2 and 3 revealed a
fluctuation in the sample to progress toward the independent level. The
increase could be attributed to a practice effect in performance on the three
cloze tests.

TABLE 1

Number of Subjects at Each Level on
Cloze Tests Nos. 1, 2, and 3
(N = 30)

Percent of Correct Responses

Test Frustration Instructional Independent Total
Below 379, Between 389, Above 57% No. of
and 57% Subjects
1 1 13 16 30
2 1 9 20 30
3 0 10 20 30

Table 2 presents the daca related to the second question which reveals
distinctly that there was no significant difference between boys and girls in
the difficulty level of books selected. Both groups (fourteen boys; sixteen
girls) tended to progress toward the independent level on cloze tests Nos. 2
and 3. The SRA mean reading grade placement score for the boys was 8.20
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TABLE 2
Boys and Girls at Each Level

(14 boys: 16 girls)
(N = 30)

Test Sex Frustration Instructional Independent Mean  Standard t-test
Below 379, Between 38% Above 579  Percent Deviation

and 57%, Score
| Boys 0 6 8 54.28 11.49
Girls 1 7 8 56.00 11.33
9 Boys 1 6 7 58.00 14.50
Girls 0 3 13 64.75 12.51
3 Boys 0 5 9 62.71 11.30
Girls 0 6 11 61.87 12.70

-.5338

'Not significant at .05 level, 28 df (critical value 1.701).

SRA mean grade placement score:  boys, 8.20; girls, 7.95
SRA standard deviation: boys, 1.95; girls, 1.99

and for the girls was 7.95 indicating a very small difference in the area of
reading achievement. Both groups tended to remain very consistent in
selecting books at instructional and independent levels.

Data relevant to the third question is presented in Table 3 showing
distinct differences between high and low achievers (8 high; 7 low) in trade
book selections at each level. The high group remained consistent in scoring
independent level on cloze tests Nos. 1, 2, and 3. The low group fluctuated.
On cloze tests Nos. 1 and 2, two subjects were at frustration level. The low
group remained primarily at instructional level with three subjects
progressing toward independent level on cloze tests Nos. 2 and 3. The high
group had a mean grade placement reading score of 10.1, while the low
group had 5.5. These scores also revealed a wide range of reading ability
between the two groups. Each group had a low standard deviation which
indicated little variability in the grade placement reading scores within
each group.

In answering question four, the data revealed that out of the ninety
books selected by the sample during the study, the majority was fiction. The
boys tended to select a wide variety of modern fiction mostly dealing with
sports, especially baseball (during the time frame of the study it was
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TABLE 3%

High and Low Achievers at Each Level
(8 highs; 7 lows)

(N — 15)
Test Frustration Instructional Independent Mean Standard  t-test
Below 87%, Between 389, Above57%  Percent Deviation
and 579%, Score
1 tHighs 0 0 8 64.00 3.85
Lows 1 6 0 41.71 5.90
9 Highs 0 0 8 74.25 6.54
Lows 1 4 2 48.00 10.51
3 Highs 0 0 8 75.25 6.13
Lows 0O 6 1 49.14 6.30

11.35*

*Significant at the .05 level, 13 df (critical value 1.77).

SRA mean grade placement score:  highs, 10.1; lows, 5.5
SRA standard deviation: highs, .92; lows, .37

baseball season); girls selected trade books mostly in the area of family
chronicles and regional literature. Six Newbery winners were selected at
least once. Three Newbery runner-ups were selected at least once. Mystery
and Newbery books were among the frequent selections made by both boys
and girls.

In answering the fifth question. out of the total of the ninety trade books
selected by the sample during the study, the authors chosen frequently and
considered popular were Matt Christopher, Laura Ingalls Wilder, and Lois
Lenski. Within the sample’s total selection of trade books, boys selected
predominately those written by male authors while girls selected
predominately those written by female authors.

In conclusion, it is reasonable to assume that teachers and librarians can
free the child to select trade books on his own for the majority of the sample
selected on independent level. The interesting finding in this study is the
fact that so few children selected trade books at frustration level. Here
again, fears that adults may have, whether they be parents, teachers, or
librarians, that children will hinder their reading development because of
unwisc choices of books appears to be unjustified.
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TEACHING METHODS UTILIZING
A FIELD THEORY VIEWPOINT IN
THE ELEMENTARY READING
PROGRAM

Shirley LeChuga, LODI USD, LODI, CALIFORNIA
Heafh Lowry, UNIV. OF PACIFIC, STOCKTON, CALIFORNIA

The trend in reading instruction during the past few years, has strongly
focused on the whole child, his individuality, his feelings, beliefs, and goals
as well as his cognitive abilities. All of these constitute the child’s life space
and are the “parts of the whole” that teachers must deal with. Consistent
with this learning theory, the teacher'’s role has changed. Teaching now
consists of the promotion and enrichment of the interactive learning process
between the child and his environment. The teaching environment of the
reading program is most important to the young reader’s success. The
acceleration of the reading process depends on the ability of the teacher to
create an environment that both challenges and facilitates this interaction.

All of the articles concerned with reading and used for this report (see
Annotated Bibliography), are in some way linked directly to the basic
principles underlying the Cognitive-Field Theory of Learning. Throughout
these articles the terminology most prevalent is significant of this learning
theory, for example: “self-concept, perception of self. his world, needs.
goals, individual, values, perceptions, insights, field of understanding. level
of experience, learning environment. significant other, generalization,
enrichment, and enhancement.” The authors of these articles also em-
phasize the individual learner. They speak of the teachers as primarily a
facilitator of learning rather than simply a dispensor of information. The
teacher is in the “background” and the total individual child is in the
“foreground.” A child learns through interaction with the immediate
environment and gains knowledge through these experiences. The im-
portance of a rich and stimulating reading environment is stressed time and
again.

The overall theme of the articles emphasizes the importance of the
individual learner. The authors discuss the child in terms which depict
his/her unique qualities, e.g. Priscilla Vail in “My Book.” They further
stress the absolute importance of an intimate, friendly, and enthusiastic
teacher-student relationship. To be a successful reading teacher, one must
know the child and “his world.” The authors agree that self-concept is a
major factor in the success of a beginning reader. The teacher, as a
significant other, occupies a central role in nurturing and enhancing the
young person in development. Mary Ann Henderson’s article. “Reading
While Becoming: Affective Approaches,” suggests, for example, many
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usable ways in which this may be accomplished. Know the child. Then
match a method of teaching and learning that will facilitate success in
reading as the "key” according to many of the authors. A very nnovative
example ot this procedure is Zina Steinberg’s “Batman Books: Homemade
First Reader.” This method she chose met the needs she identified in her
individual students and thus enabled them to successfully enter the adopted
program. Another article, “Let’s Suppose Personality Interacts With
Reading Instruction Methods,” by Edwin Farrell, advises the teacher to
consider the personality type of the child before deciding on the method to
use. Similarly, all of the articles stress the importance of knowing and
understanding the child before any teaching and learning can occur.

From analysis of these articles it is obvious that the role of the teacher is
more important than the particular method used. The teacher makes the
difference! However, the teacher’s role is no longer considered to be
primarily the information center in the classroom. It is now as an organizer,
manager, and evaluator of the entire learning environment. The work is
behind the “scene,” challenging the child. not threatening nor coercing.
The child is designated as the selector, learner. presentor, and self-
evaluator of his own accomplishments. The teacher now occupies the role of
advisor and facilitator of individualized teaching as required. Most of the
articles illustrate what the child, not the teacher. will do in any learning
setting. Such a creative way of utilizing children’s eagerness to “help the
teacher” is explored for example, in “A Program to Enhance Peer
Tutoring,” by Nancy Boraks and Amy Roseman Allen. This field-tested
method was found to improve both reading achievement and school at-
titude. It provides responsible roles for children and creates a greater sense
of community within the group. A new role-reversal unit was included
which offset the undesirable superior-inferior relationship which might
develop between the two children involved.

Many of the articles deal directly with the language experience ap-
proach to beginning reading. Once again the focus is on the child and the
use of his/her own language as a vehicle to reading success. The teacher's
role is to aid children in writing their own stories to read and share. Guy T.
Bushwell’s “A Limited Reading Program For Grades One Through Six,”
for example, states that “the teaching of beginning reading should grow out
of and be intimately related to the oral language experiences of the child.”
Bushwell believes that if the initial material used for reading were limited to
words from the child’'s own vocabulary there would be no problem of
learning meaning, since ‘“reading is basically a process of recognizing
printed word symbols in the same way that the child has already learned to
recognize spoken word symbols.” This holistic approach has proven to be an
effective/affective program of reading instruction.

Teachers are the guardians of the reading environment and the focusis
on the individual. Four of the articles—by Freeley, Ley, Madden, and
Meints - discuss self selective individualized reading programs and how they
may be implemented in the classroom. They stress the need for a rich
environment, a good variety of reading materials, and an abundance of
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books at various levels, for the children to choose from. The child must be
allowed to chooose the book he wants to read and then be given unin-
terrupted time to do so. Individual work should be at the learner’s level of
competency; it should be distributed at his pace; and should be chosen by
the teacher, with the child's interest taken into account. The accent is on
brief lessons, conducted by an enthusiastic teacher, zeroing in on specific
skills identified for review and evaluation.

This focus on the individual child, the modified teaching role. and an
amelioration of the learning environment, should according to these
articles, enhance learner motivation with a positive attitude toward
reading. The child interacting within such an environment will be prepared
for both independence in reading and the genuine pleasure he will gain
from his experience. Accordingly, continued interest in personal reading as
a natural. rewarding activity is the overall goal of the Cognitive-Field
oriented teacher.

Shirley LeChuga is a classroom teacher in the Lodi Unified School
District, Lodi. California, and Heath Lowry is a Professor of Reading and
Director of the Urnversity Reading Clinic, University of the Pacific,
Stockton, California. Compiled: Fall. 1979.

ANNOTATED BIBLIOGRAPHY

Boraks, Nancy and Amy Roseman Allen, “A Program to Enhance Peer
Tutoring,” The Reading Teacher, 30:5 (February, 1977), 479-484.

A peer tutoring program was developed and field-tested to deter-
mine if elementary school children could actually utilize certain
behaviors in an unstructured tutoring situation. Teaching the
students to tutor their own classmates improved the reading
achievernent of both tutor and tutee.

Bushwell. Guy T.. “A Limited Reading Program for Grades One Through
Six.” Reading Improvement, 13 (Spring, 1976). 10-13.

Two aspects of the reading program in grades one through six,
vocabulary and silent reading, are discussed in the light of the over-
all principle that the teaching of beginning reading should grow out
of and be intimately related to the oral language experiences of
children.

Dank., Marion, “What Effect do Reading Programs Have on the Oral
Reading Behavior of Children?” Reading Improvement, 14 (Summer,
1977), 66-69.

The article analyzes oral reading errors made by twenty children
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during their second year of formal reading instruction. Readers in
Ginn Reading 360 produced an average of 14.09 percent of oral
reading deviations that did not alter the author’s message, while
those in McGraw Hill's Programmed Reading produced only an
average of 7.01 percent. The experimenter attributes the difference
to the formal reading instruction. Reading 360 places more em-
phasis on understanding what the author is communicating while
Programmed Reading focuses on processing written symbols.

Farrell, Edwin, “Let’s Suppose Personality Interacts with Reading
Instruction Methods,” Journal of Reading, 20:21 (November, 1976),
104-106.

The success of a particular method of teaching reading may be
influenced by the personality type of the student. In the Jungian
framework (one way of classifying personality types) the thinking
type person would best be taught by the decoding-phonics method:
the feeling type person by the language experience method: the
sensation type by programmed instruction: and the intuitive type of
the “look and say” method.

Freeley, Joan T., and Blanche Rubin. “Reading in the Open Classroom.’
Language Arts, 54:3 (March, 1977), 287-289.

The children approach their learning tasks in a businesslike. con-
fident way. Reading instruction is both incidental and directed. The
accent is on the individual learner, with the teacher accepting the
responsibility for providing the learning environment and direct,
functional, individualized teaching as it is required.

Henderson, Mary Ann, “Reading While Becoming: Affective Approaches.”
Journal of Reading, 20:4 (January, 1977), 317-326.

Programs have been initiated to develop reading competence. and
others have focused on enhancing self-concept. This article
delineates instructional practices which simultancously advance the
two,

Ley, Terry C., “How to Set Up and Evaluate a DIR Program,” Media and
Methods 15 (April, 1979), 20-28.

Directed Individualized Reading allows students to select books they
want to read. gives them uninterrupted time to do the reading. and
provides a format for feedback and evaluation. An essential com-
ponent 1s the individualized teacher/student conference. The
program also affords teachers an excellent opportunity to assess the
interests and skill levels in their classroom.



rh—205

Madden, Lowell. “The Learning Package Approach to Individualized
Reading Instruction,” Reading Improvement, 15 ( Winter, 1978), 257-
260.

A reading learning package is an instructional program which
guides students’ reading activitics and development. It consists of
self-contained sets of learning materials developed around selected
children’s books or stories. The children use the materials in-
dependently in a continuously progressive and self-paced manner.

Meints, Donald W.. “The Task System in an Individualized Reading
Class,” Journal of Reading, 20:4 (January, 1977), 301-304.

The article discusses how a teacher, committed to individual in-
struction, can structure a class so that students will be working at
their own levels, paces, and interests, and yet receive instruction in
reading as well as other facets of language arts and English.

Pienaar, Peter T., “Breakthrough in Beginning Reading: Language
Experience Approach.” The Reading Teacher, 30:5 (February, 1977),
489-496.

In a Canadian language experience approach study, conducted in
both an English and a French-language school, primary pupils
shared and read each other's lively writings. This open-cnded,
eclectic approach to learning to read and write revitalized both
learning and teaching.

Smith, Deborah Deutsch, “The Improvement of Children’s Oral Reading
Through the Use of Teacher Modeling,” Journal of Learning
Disabilities, 12:3 (March, 1979), 39-42.

The influence of the classroom teacher’s reading orally before the
child reads was investigated. Three learning disabled students
participated in the study. and in every case the correct and error
rates for oral reading improved remarkably. The data indicate that
modeling could be an appropriate intervention to select when
children are not yet proficient in oral reading.

Steinberg, Zina, “Batman Books: Homemade First Readers,” The Reading
Teacher, 29 (April, 1976), 676-682.

Through a most innovative way a first-year, first-grade teacher
taught twenty-seven, non-English speaking immigrant children how
to read. She utilized a “universal” children’s hero Batman to create
hand-made books that taught basic vocabulary. These books
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enabled the children to successfully enter the formal reading
program.

Vail, Priscilla, "My Book, " Instructor, 86:7 (March, 1977), 66 69

The purpose of the “My Book” is to reinforce the links connecting a
child to his world and the written word. It affirms the child’s unique
qualitites, and gives importance to his personal facts. Each in-
dividual child writes and illustrates his own book and shares it with
his classmates.

Wulz, 5. Vanost and John H. Hollis, “Word Recognition: A Task Based
Definition for Testing and Teaching,” The Reading Teacher, 32:7
(April, 1979), 779-785.

Six tasks for beginning readers define the act of comprehending
printed words. Each can be tested and taught, utilizing any teaching
procedure. The tasks are defined so the teacher can present any one
or all of them as components of a teaching program.



MANAGEMENT SYSTEMS IN
SECONDARY READING CLASSROOMS

Christine C. Smith, Carolyn Burch & Grace Warren

CALIFORNIA STATE UNIVERSITY, NORTHRIDGE

One outcome of federal, state or district funding of reading programs
has been the development of a competency based curriculum with the
inclusion of a classroom management system. This management system is
the structure for the implementation of the goals, guidelines and behavioral
objectives of the program. Each program with its management system is
developed and written by teachers in consultation with school and/or
district level cooperation.

The management system in use in the secondary reading classroom
should also reflect the teacher’s theoretical approach to the teaching of
reading. The teacher needs to know what approaches are soundly based in
rescarch and how to go about selecting an approach which fits into his
teaching style and methodology. The management system would then be a
natural outgrowth of a well defined theoretical base. The system therefore
would not be randomly selected from samples available and artificially
implemented in the classroom.

The teacher's management systemn and the district’s management system
do not need to be mutually exclusive. The selection of structural com-
ponents from each system can reflect the teacher’s position and the district’s
position at the same time.

A Wholistic Approach

The purpose of this paper is to present a management system which
reflects a wholistic (reading-language arts) approach to the teaching of
reading. Only the management system and the wholistic approach will be
discussed. The suggested materials for the teaching of reading both teacher
made and commercially prepared which are listed on the sample contract
are not discussed due to limited space. However the teachers in the program
did use traditional reading materials in a carefully controlled wholistic
approach in an innovative setting in the teaching of reading. They avoided
assigning individual practice of a hierarchy of skills. The management
system and wholistic approach was developed and implemented in an
ethnically mixed urban junior high school over a period of four years.

Teachers and researchers who espouse the wholistic approach, view
reading as a unitary act. The act should not and cannot be subdivided into
bits and pieces of a hierarchy of reading skills. Rather it incorporates the
various natural linguistic systems of the reader into a wholistic in-
terrelationship of the graphophonic, syntactic and semantic cues of graphic
language.



208—1h

Reading strategies should involve the students’ natural internal ten-
dencies to reconstruct meaning from the writer's written message. In
performing this process the student utilizes his natural predicting, con
firming and comprehending strategies. These strategies are utilized in
listening, reading, writing. and oral language activities through cooperative
teacher planning between the classroom and the reading laboratory
situation.

Wholistic (reading-language arts) strategy lessons are then based on the
diagnostic assessment of individual needs of the students. Diagnostic
assessments include the Reading Miscue Inventory, criterion referenced
tests, standardized reading tests, and informal diagnosis. Contracts and
record keeping can then be devised for each individual student in the
classroom and reading laboratory with compliance with any existing
federal. state or district guidelines.

A Wholistic Management System

The following management system was implemented in a Title I
reading/English program at Charles Maclay Junior High School in Los
Angeles. The Title 1 program, involving five seventh and five eighth grade
classes, focused on the wholistic approach. This approach was sclected after
careful assessment of the students’ reading status which indicated a need to
strengthen their graphophonic, syntactic, and semantic cue systems in all
the language arts (reading, writing, oral language and listening). The
management system became an integral part of the reading/English
program for each Title I student.

The teachers agreed that a successful wholistic reading program must
implement three goal areas. These goal areas would be personalized
through the implementation of the affective and cognitive areas of growth.
Three cogmtive-affective goal arcas were identified and developed to: (1)
provide for reading, both for pleasure and information: (2) provide for
personalized skill development in listening, reading comprehension,
writing, and oral language; and (3) improve the students’ attitudes toward
themselves, each other, and the school.

In order to meet these goals efficiently, a complete management system
was devised. The management systemn includes: (1) a reading/English
classroom/reading lab rotation schedule, (2) reading lab contracts, (3)
goals and objectives for lab and classroom, and (4) pupil profile charts.

Classroom/Reading Lab Rotation Schedule

The reading/English classroom and reading lab management system is
based on a five-week rotation, see Chart 1. The reading/English
classrooms, of approximately 30 students, are divided into two groups of
equal size. The 15 students in Group I go to the reading lab four days
during Week 1 and four days during Week 2. Friday of each week is spent
with the endre class in the classroom. The students in Group II follow the
same schedule of going to the lab during Weeks 3 and 4 while Group 1
remains in the classroom.
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CHART 1
Week 1 & 2 Week 3 & 4 Week 5
M-Th | Fr M-Th Fr M-Fr
“lass A
Classroom / CGAIL CGAl | CGAI
CGAI CGAIl{ CGAII [CGAIl CGAII
CGAII
Classroom B
CGBI CGBI [CGBI | GGBI | CGBI
CGBII CGBII | CGBII CGBII| CcGBII
L CGAI | Lab CGAII |L.ab Lab closed for new
Reading
contracts and
Laboratory CGBI | Closed | CGBII [Closed| Learmng Center
Production
CGA = Classroom Group A CGB = Classroom Group B

During Week 5 all 30 students remain in the classroom. On the following
Monday the rotation begins again with Group I. The lab is closed on
Fridays to allow time for correcting students’ work and is closed during
Week 5 to provide time for preparing new contracts and new learning
stations.

Classroom Organization

On the days that the student remains in the classroom he/she works with
approximately 14 other students, a teacher and a teaching assistant on
individualized reading, skill development, vocabulary, spelling, reading
comprehension, writing and any other special project the classroom teacher
has devised. As previously stated, Friday is spent with the entire class in the
classroom. This day can be used for unit testing, introduction of new
material, review, group presentations, etc.

Record keeping of daily attendance, classroom grades, and reading
level grades are the responsibilities of the classroom teachers. The reading
laboratory teacher gives her reading lab grades to the classroom teacher at
the end of each 5-week period to be incorporated into the student’s total
grade.

This rotation system, Chart 2, offers the classroom teacher many op-
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tions for managing the classroom. Some special advantages for the teacher
and the student develop as a result of this management system.

1. The teacher may group students in various ways within one classroom.

2. The teacher can work with small groups of students giving her the
opportunity to watch students work and to observe their thought
process in operation. This enables the teacher to see mistakes in
progress, thereby allowing her to make instant corrections.

3. The teacher plans her lessons for a two-week block of time which fits the
time one group is in the lab. This lesson is repeated once again for
Group I1. By doing this, the teacher’s preparation time is minimized.

4. The teacher has more time to deal with individual differences between

students.

Student work can be immediately corrected for instant feedback.

6. Students have a choice of personalities. They don't have to work with
the same person everyday. The teacher and teaching assistant alternate
working within the groups.

7. The student has a two week period of time to intensively work through a
unit. This gives the slower student a better chance to advance at his own
rate.

8. Students can read both for pleasure and for information during a
concentrated period of time.

[$2i

Reading Lab Organzzation

Thirty students are in the lab at one time, approximately 15 seventh
graders and 15 eighth graders. The responsibility for personalized skill
development is with the lab teacher. In the lab, each student works on a
personalized contract based on skill areas. Students are given their first
contract based on the results of the Stanford Diagnostic Reading Test.
Subsequent lab contracts are based on the student’s achievement on the
completed contract. Eighth grade students are given a contract based on
work completed in seventh grade. The lab is staffed by the reading coor-
dinator and two teaching assistants. Additional help is provided by ninth
grade tutors.

The bastc management tool in the lab is a student contract. Since the
program’s philosophy is wholistic in nature, each contract covers various
skill areas incorporating listening, reading, writing and oral language
activities. Student contracts are monitored and revised as students become
more proficient. The materials covered in the contract are arranged in
various learning centers so the students move around the lab from one
center to another as directed on the contract. Correcting of work is done by
the lab teacher and the teaching assistants and is done, as often as possible,
as soon as the student completes the assignment.

The contract provides a detailed schedule of the student's work and
progress over the two week period spent in the lab. Each contract, Chart 3,
contains important information and instructions for the student, as well as
for the teacher. The contract, as indicated by letter, provides:
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A. Alist of all skills covered on that contract

B. A list of learning stations

C. Instructions to the student about levels of difficulty and amount
of work to be done

D. The order in which students should go from one station to the next
E. A self-evaluation column

F. A grading column.

After the student completes the contract, the lab teacher and teaching
assistants correct the student’s work, giv€a grade to the contract, and give
the grade to the classroom teacher who incorporates it with the classroom
grades for report card grading purposes. (The classroom teacher is
responsible for all official attendance taking and for all final grade
recording.) A new contract is written for each rotation period.

Some special advantages exist in the contract system of organizing a
reading lab and are as follows:

1. Students have an element of choice while following a structured con-
tract. Each station can provide a selection of activities from which the
student can choose.

2. Different learning styles can be accommodated in the same classroom.
Students working at different stations can be using different approaches
to learning.

$. Students can vary the order in which they finish their assignments. A
student need not strictly follow the order of the contract. but can
alternate one assignment with another.

4. The teacher using the contract has essentially made a lesson plan for all
of the students which will cover a four-week period of time. This
requires much concentrated planning at one point, but then frees the
teacher for individual work with the students and gives her more time to
plan future learning stations.

5. The various skill areas incorporated in teaching reading from a
wholistic viewpoint can be presented to many students at various ability
levels at the same time.

Goals and Objectives, Pupil Profile Chart

Since the reading program is wholistic and language arts based and
incorporates both cognitive and affective areas of growth, the goals and
objectives (skills) to be taught reflect this basic theoretical wholistic ap-
proach. These goals and objectives for the reading program are developed
cooperatively among the classroom teacher and reading laboratory teacher.
These lists of goals and objectives are a part of the overall daily planning of
strategy lessons and the 5-week overview. Lesson plans for the classroom
and the reading laboratory contract are devised and coordinated so that
they compliment each other.

In addition to the goals and objectives for the program. individual pupil
profile charts are kept in the reading lab. All of the skills taught in the
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classroom and lab are recorded on the pupil profile chart, thus keeping a
two-year progress report on each student.

Conclusion

There are advantages of incorporating the wholistic approach to
teaching reading into a management system. This approach enables many
students of many different abilities to study and become more proficient in
the areas of listening, comprehension, writing and oral language. The
students are better able to receive well-balanced reading instruction and
will begin to see the reading process as a “whole.” As they achieve success
they begin to feel more positive toward themselves, each other and the
school. While working as a united team which shares talents and skills,
teachers in both the classroom and reading lab can successfully coordinate
this wide spectrum of skills into a meaningful program.

REFERENCES

Page, William D., ed. Help for the reading teacher: new directions in research. Urbana:
National Council Teachers of English, 1975.

Goodman, Kenneth S., ed. Miscue analysis: applications to reading instruction. Urbana:
National Council Teachers of English, 1973.



VALUE CLARIFICATION VIA
BASAL READERS

Leo M. Schell

KANSAS STATE UNIVERSITY, MANHATTAN

“Now that we've read ‘Hansel & Gretel,” I want you to do some thinking
about some of the characters in the story,” Mrs. Ross told her second
graders one April morning. “Copy ‘Father,” ‘Step-mother,” & ‘Witch' from
the board. When you go back to your seats, I want you to think about which
one of these was the most evil. Write I in front of the character you believe
was the most evil and 3 by the one who was the least evil. Then write 2 by
the other one. Be ready to tell us why you decided as you did.”

The next day Mrs. Ross began asking, “How many decided the witch
was the most evil? The father? The step-mother?” Then she let several
students explain the basis for their decisions, making sure that each
character’s evilness was explained by at least one child who had ranked the
character high and by another child who had ranked the same character
low. Throughout it all, Mrs. Ross never disagreed with a child whose
reasoning was weak or fallacious but merely asked another child his/her
reasons for ranking this character the same way. However. when it ap-
peared that a significant fact wouldn’t get mentioned, she asked, “Which
character was the only one who actually déd something evil?”

“Now that we have heard all the reasons, after each name on your
paper, write 1 & 3 to show whom you now believe is most evil and least evil.”
After a few seconds, she said, “Did anybody change their mind? Do you
want to tell us why you changed, Carol?” Carol declined and Mrs. Ross
ended the discussion by saying, “If you enjoyed this discussion, maybe we
could do something like it again. Now take out your workbooks.”

Mrs. Ross was helping her pupils to read and think critically by having
them consciously think through what constitutes evilness, by having them
thoughtfully weigh alternatives, and by permitting them to decide for
themselves what they believe. Simultaneously she was also helping them to
clarify their values and beliefs about goodness and evil. She had adapted. 1o
a reading situation, the concept advocated by Raths, Harmin, and Simon
in Values & Teaching (1978).

Critical Reading via Value Clartfication

Value clarification activities are designed to promote many of the same
qualities usually associated with critical reading. They typically center on
situations where people have an opportunity to decide between or among
different possible choices. For example, which do you like best, lectures,
discussions, or independent reading? Or, would you shoplift if you knew you
wouldn’t get caught?
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Confronted with dilemmas such as these, values clarification activities
attempt to have students discover and examine various alternatives, to
weigh each thoughtfully, and to reflect on the consequences of cach. Thisis
also the height of critical reading. These are the same stategies that we
want children to engage in while reading critically: Not to accept one
answer or point of view but to generate and compare plausible choices and
to judge them against some set of standards or criteria.

Teachers who, like Mrs. Ross, have adapted value clarification
techniques to reading situations report several apparent changes in their
pupils’ reading and thinking. One, the pupils learn that there may be more
than one “right” answer depending upon the point of view —the values —of
the reader. When children choose differing answers to one question and
then, to some degree, explain or justify their reasons, tolerance grows and
diversity is respected.

Two. pupils seem better able to generate more than one alternative or
point of view. “She could either say she found it or she could tell the truth
and hope Ann wouldn't be angry.” Narrowmindedness is decreased and
multiple possibilities are encouraged. Such a classroom becomes more like
the real world than the artificial one in most schools where the teacher’s
answer is the "“correct” one.

On the other hand, justification and explanation sometimes seem not to
grow perceptibly. This is probably because children are limited in their
ability to articulate their reasoning, because they cannot adequately express
their thoughts, rather than because they really don’t become better able to
judge their own and others’ decisions. Aware teachers will accept “Just
because” explanations, recognizing them as expressive language limitations
rather than as inabilities in reasoning.

Clarifying Values

But the benefits of this approach go far beyond learning to read
critically. If applied to appropriate reading selections, children can also
identify, sharpen, and deepen their values and beliefs.

One way to develop values is to project one’s self into another’s situation.
to “‘walk in another’s moccasins.” Reading selections in which a character is
confronted with several possible courses of action is ideal for helping
children compare, weigh, and reflect upon which course 1s most desirable.
While children are considering whether Beth and Amy should befriend
their new neighbor, they are simultaneously developing some insights into
problems associated with moving to a new location. They can increase their
empathy for their own new neighbors and even conceptualize how they
might act in such a situation. They are clarifying their values of what a
neighbor is and does.

Many selections in basal readers lend themselves particularly well to the
clarification of values because they focus on children in decision-making
situations. Biskin and Hoskisson (1974) and Harris and Smith (1976) point
out that teacher-directed reading instruction is uniquely suited to get
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children to think about right and wrong, justice, respect for others and
similar aspects of moral development.

Teachers concerned with the moral and values development of their
students should take advantage of these ready-made opportunities in basal
readers: Developing critical reading/thinking skills and personal values
simultaneously.

The remainder of this article illustrates seven simple and practical
suggestions, based upon techniques recommended by Raths, Harmin, and
Simon (1978). These techniques are: (1) Agree-Disagree. (2) Role Playing,
(3) Unfinished Sentences. (4) Rank Order, (5) Forced Choice, (6) Values
Voting, and (7) The Value Sheet.

In general, these suggestions are viewed as alternatives to and substitutes
for many discussion and written comprehension activities found in basal
reader teacher's manuals; they aren’t viewed as something else for the busy
teacher to do in addition to the myriad suggestions provided in commercial
materials.

The examples are based on selections from seven current basal series
and range from grades 1 through 6 to illustrate that the techniques have
wide applicability. Only two things are required for successtul use: (1) a
situation in which a character could have acted, thought, or felt differently,
and (2) a teacher able to accept and respect student opinions that may be
immature, wrong, or even opposite his/her cherished lifelong values.

Sample Value Clarification Exercises
Agree-Disagree  “The Donkey Knows,” Ups and Downs, grade 1. (4)
One man pays another to ride along on his donkey. When they squabble
over who will sit in the donkey’s shade, the donkey bolts and runs away.

1. The Donkey Man was wrong to give the donkey some
water. A DK D

2. The Walking Man had paid for the right to sit in the
shade. A DK D

3. The Donkey Man should not have pushed the Walking
Man. A DK D

4. Etc.

Role- Playing — “The Donkey Knows,” Ups and Downs, grade 1. (4)
Have the pupils dramatize the story and then have them think about:

What the man could have done with the water.
How else they could have handled sitting in the shade.

Then have them re-dramatize the story showing cooperation and
thoughtfulness, not selfishness.
Unfinished Sentences —“A Left-Handed Surprise,” Tricky Troll, grade 2
(n

Jim finds it isn’t so bad being left-handed when he discovers his uncle, a
professional baseball player, is also left-handed.
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1. Jimshouldn't feel bad because . . .

2. Jim's mother should have . . .

3. Like Jim, I'm different from other children in that I . ..

1. LEte.

Rank Order —"Penny's Good Fortune.” Thundering Giants, grade 3. (2)

As payment for working. Penny selects a treasure worth thousands of
dollars. She decides to sell the statue and give 1/3 of the money to the store
owner.

Mask the last paragraph on p. 176 and all of p. 177 and have children read
to this point.

Have each child rank the following possibilities as to what they believe
Penny should do.  Discuss.

Return it to Mrs. Hobbs.

Sell it and keep the money.

Sell it and give Mrs. Hobbs $100.
_Sell it and give Mrs. Hobbs half the money.
Donate it to a museum.

Forced Choice (Within a Selection) “The New Bike,” in Dreams and
Dragons, grade 4. (6)

Nancy buys a tandem bike rather than a 10-speed one for her paper
route so her blind friend Beth can ride along and help her.

1. Nancy's father was unwise to let her buy the tandem. Yes No
Nancy should have discussed the situation with Beth betore buying the
tandem. Yes No

3. Etc

Forced Choice (Among Selections) - “Walking Alone and Together — Unit
Five,” Person to Person, grade 4. (7)

After reading a unit, have pupils respond to the following questions
about selections in it. A discussion may follow.

1. Who do you think faced the biggest problem, “The Fastest Quitter in

Town” or “Joey™?

Which did you think was most realistic, “Joey” or “Salt Boy”?

Which did you like best, “Delilah” or “Goldie, the Dollmaker?

4. Which did you have to think about most to understand it, “Goldie, the
Dollmaker” or “Salt Boy"'?

Rali

Values Voting —"The Black Stallion and the Red Mare,” Moments, grade
5.(3)

A stallion heads a band of wild horses which “steal” horses from
surrounding farms. The farmers band together and capture the herd. The
stallion stays with his blind mare rather than running to freedom.

“If you agree, raise your hand; if you disagree. turn thumbs down and if
you are undecided, fold your arms.”
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1. Donald was wrong to tell his father where the wild horses were.

2. The stallion was dumb to stay with the mare and be caught.

3. Donald’s tather showed good judgment in letting the stallion and mare
stay together in captivity.

The Value Sheet - “"Yhe Endless Steppe.” Racing Stripes, grade 6. (5)

A 10-year-old girl and her family live in exile in a labor camp in Siberia
in the 1940’'s. She and her grandmother take a few of the family’s
belongings to a village market to trade for food.

Have pupils write responses to the following questions. Then discuss in
small groups or teacher can read responses anonymously and without
comment,

1. It exiled to a labor camp. what five personal belongings (other than
clothes) would you take with you?

2. Which would you be willing to trade for food as Esther did?

%, After being on a restricted diet for several weeks like Fsther was, what
are 2-3 kinds of food would you trade your belongings for?

4. Is it right for a whole family to be sent to a labor camp when only the
father was “guilty”? Why or why not?

These are not the only selections in these books which lend themselves to
these techniques: these were chosen merely to illustrate various possibilities.
Readers intrigued by the possibilities of stimulating in-depth critical and
creative thought via the values clanfication approach are encouraged to
read thoughtfully the sclections in their own series and to adapt any of the
above techniques they conclude fit the children they teach. But above all.
readers are urged first to familiarize themselves with values clarification as
described by Rath (1978). Simon (1972). or Volmer (1977) because the role
of the teacher i1s as important - possibly more so than the activities
themselves.
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READING RESEARCH AND
CLASSROOM PRACTICES

Nicholas P. Criscuolo, Ph.D.

SUPERVISOR OF READING, NEW HAVEN (CONN.) PUBLIC SCHOOLS

Research in reading has been voluminous over the years. Whether
research has been conducted to satisfy one's doctoral requirements or
whether it has been done by university or school personnel to prove or
disprove an educational theory, a portion of the research studies done can
be disclaimed for three simple reasons: (1) the hypothesis or premise under
which the study was launched has been shabbily conceived. (2) the problem
was not clearly defined. and (3) research results cannot be replicated or
stand up against rigorous examination because of faulty rescarch design.

Research in reading instruction or any other area for that mat-
ter can be considered “solid” or “sound” when it presents another concern
which leads to a key question: “How much of this research gets translated
into actual classroom practice?” As a supervisor who works with classroom
teachers daily, I can respond by saying “very little.” This is unfortunate.
because if reading instruction is to be effective. teachers must keep abreast
of current developments in the field and change classroom procedures
whenever sound research warrants it.

The emphasis for the schools should be on curriculum  pardcularly the
reading curriculum for in the long run it is the curriculum that will improve
academic achievement of students and help a school system mobilize for
excellence. Yet so many school systems get bogged down in such issues as
discipline and vandalism. These issues, of course, must be considered but
they do prevent the schools from devoting more attention to matters related
to the curriculum.

The New Haven public school systems has made communication
concerning its curriculumn a top priority. Every third Monday of the month
has been designated as Curriculum Monddy School faculties meet to
discuss only matters regarding the curriculum. especially the reading
curriculum so that teachers and administrators are kept abreast of current
developments. Additionally, citywide Curriculum Meetings have been held
in various school locations so that parents can ask questions about all phases
of the curriculum.

Organizations such as the NCTE and IRA have published a great deal
of useful information with sound research behind it in their journals and
other professional material. Indeed. many journals devoted to
reading/language arts instruction have for years devoted portions of their
issues to synopses of current studies. No one can say definitely what the
impact has been_ It is my hope that the impact has been tremendous, but 1
am realistic enough to think that the impact has been moderate at best.
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How can administrators, classroom teachers and reading per-
sonnel — people who deal with children every day - be encouraged to use
rescarch results in tangible ways to upgrade reading programs where it
counts  in the classtoom? Six modest proposals for achieving this worth-
while goal follow:

1. Principals. supervisors, and reading and classroom teachers who
conduct significant research, whether it is an individual enterprise or
done in conjunction with graduate study, should be encouraged. or
even required, to share research results as part of the school system’s
staff development program.

2. Part of cach school system's Superintendent’s Bulletin or Newsletter
should be devoted to sharing in specific and clear language research
studies which have implications for upgrading instruction.

3. Principals and/or supervisors should ask staff members to report, as
part of astaff or faculty meeting, on a research article or one describing
a promising practice found in such journals as The Reading Teacher,
Journal of Reading, Reading World, The Journal of Educational
Research, Reading Research Quarterly, Research in the Teaching of
English or Reading Horizons.

4. If school systems defray the cost for staff members to attend con-
ventions, institutes and other meetings which disseminate current
research findings, participants should be asked to write a concise report
or review on current developments for distribution throughout the
school systemn.

5. Boards of Education should allocate funds for research. Additionally,
they should hire a Director of Research and Planning (How many
school systems have done s0?) who can be instrumental in identifying
problems in reading in need of further study. initiating the needed
study and disseminating the results. This is a viable 1dea because it can
also pinpoint areas in which money is being spent which are not yielding
good results. In essence, this will eliminate waste in already-tight school
budgets.

6. School personnel and college personnel can work together in launching
needed research. College resources and facilities. i.e., Computer
Centers, Data Processing Labs and so on can be used in treating the
statistical data compiled. As a Supervisor. I have met with graduate
advisors at a local college with suggestions of topics in reading in need
rescarch which they could recommend to their advisees for possible
theses topics. Results will be shared with local school personnel.

Concluding Remarks

An effective reading program is one which embodies sound research.
Since research is an ongoing process, it is incaumbent upon school personnel
to keep abreast of current research and incorporate the latest research
findings in the instructional program. The line between research and
classroom practice tends to be too distinct. Proposals outlined in this ar-
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ticle, if accepted and acted upon, can make a difference between a quality
program and one that is only mediocre. Isn’t that reason enough to consider
them carefully?

ANNOUNCING PUBLICATION OF...

READING HORIZONS
SELECTED READINGS

Eighty articles, chosen from almost two hundred published
in RH in the past and current issues, edited and introduced
in appropriate areas by ten experts and leaders in reading
education. Published in 1979, our 438 page volume is an
ideal collection for teachers in the field as well as reading
teachers in training. This work contains the best
contributions of sixty specialists in this nation
and Canada.

SELECTED READINGS - the inservice program in a single volume.
To receive your copy, send check to READING HORIZONS.

Please send READING HORIZONS: SELECTED READINGS
$9.35 per copy, postpaid.
Send ______(no. of copies) I enclose

Name

Address

Zip



CHARACTERISTICS OF READING
PROGRAMS IN MICHIGAN
COMMUNITY AND JUNIOR COLLEGES

Michael R. Hiatt

KALAMAZOO VALLEY COMMUNITY COLLEGE

Ted K. Kilty

WESTERN MICHIGAN UNIVERSITY

A study of the characteristics of reading programs offered to students in
the thirty-three publicly supported community and junior colleges in the
State of Michigan indicates that there are areas in which great strides have
been made and other areas in which much work needs yet to be done. A
mailed questionnaire adapted from the mstrument used by Dr. Ted K.
Kilty in his study of Reading Programs in Penal Institutions was utilized to
gather the information. T'wenty-two of the institutions, or exactly two-
thirds of the sample, returned the questionnaires which asked for in-
formation on cleven characteristics of the reading programs offered to their
students. The characteristics included: levels of instruction, training of the
reading instructor, method of teacher involvement, method of student
involvernent, placement  testing, reading materials  available, the
characteristics of the program, comparison of number of students involved
versus number of students eligible, record of students progress, availability
of further reading programs, and the funding source.

Levels of Instruction

All but one of the responding institutions (96% ) reported that reading
instruction is offered to the students at their institutions. The responses also
indicated that there 1s a descending frequency in the difficulty levels of the
reading instruction provided. Twenty-two (100%) of the institutions
reported that they offer reading instruction at the 7th grade level and
above; nineteen (86% ) also offered reading instruction for grade levels 4
through 6; and twelve (55% ) provide reading instruction in basic skills at
grade levels 1 through 3.

Training of Reading Instructor

Although almost all of the people presenting reading instruction are
employees of the institution (91%). six of the institutions also reported
using para-professionals, volunteer tutors and student teachers from
teacher-training colleges.
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Methods of Student Involvement

With the exception of one institution which did not answer the question,
all of the respondents reported that students may receive reading in-
struction by requesting it. In an unexpected but encouraging trend, it was
also noted that eight (36%) of the institutions further require that some
students receive reading instruction. However, the criteria varied widely.
All eight of the institutions noted that such assignment was based upon test
results. In deciding which level and type of instruction should be presented,
eighteen (82% ) reported the use of a diagnostic test, nine (41% ) used in-
formal reading inventories, five (23%) used trial lessons, and eight (36% )
utilized other methods. It should be noted that these types were not
muctually exclusive; that is, an institution which used diagnostic testing may
also use informal reading inventories and/or trial levels in combination.

Materwals Avatlable

Three types of materials were reported by more than three-fourths of
the institutions responding. Most frequently used were workbooks. noted by
twenty (91%) of the institutions. Separate reading devices of the controlled
reader type were reported by eighteen (829%) of the institutions, and
programmed materials with difficulty levels of the S.R.A. type were noted
by seventeen (77% ). Materials reported by 50% or more of the responding
institutions included tachistoscopes (Tach-x type)— 59%, books for free
reading-- 59%, and sight-sound projection (Aud-x) 50%. Not being
utilized by at least half of the institutions were magazines 46% .
newspapers— 41%, and graded materials of the classroom series

type - 18%.

Time Requirements of the Program

As would be expected, the average length of time that the students
stayed in the program was one term or one semester depending upon the
school calendar. Typically, the time required amounted to approximately
three classroom periods per week. Some institutions noted that the
classroom structure through which the reading was presented was one
session per week for a three hour block, whereas other institutions noted one
fifty minute class period per day three times a week. It should also be noted
that some of the institutions reported that the instruction was provided on a
walk-in basis whereby students could avail themselves of an instructional or
tutorial laboratory as they wished.

Comparison of Student Involvement to Student Eligibility

The number of students involved compared to the number of students
cligible was approximately one to sixty. The average number of students
enrolled in the programs was reported to be 100 and the average number of
students enrolled on the campuses of those reporting was slightly over
6,000.
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Records of Student Progress

All of the responding institutions reported that they kept records of the
students’ progress.

Awadability of Future Reading Programs

Only five (28% ) of the respondents reported the existence of a second
reading program.

Funding Sources

Three (18% ) institutions indicated that a portion of their funding was
from federal sources. Eleven (52%) cited state funds as a source of their
funding, and eight (38%) received funds from city-county monies.
However, wwelve (57%) noted that at least a portion of their funds came
from tuition and their own operating budgets. Again, as was the case for
placement testing, the numbers were not mutually exclusive, and funds
were reported to be from a combination of varying sources by several of the
respondents.

Interpretation and Recommendations

The fact that the overwhelming majority of community and junior
colleges respond that reading instruction is offered to the students is indeed
encouraging. However, the open-door policy that most community and
junior colleges pursue indicates that the lack of reading instruction in
almost half of the institutions at the basic skills levels could effectively bar
students who, for one reason or another, have completed their formal
training in the public schools and who nevertheless lack enough reading
ability to engage in work offered at the community and junior colleges. It is
not the position of this writer that students should be encouraged or even
allowed to attend classes offering college work without possessing basic
skills, but the lack of the availability of basic skills instruction makes it quite
certain that the individual who needs such instruction will have to obtain it
elsewhere if in fact it is available at all. The recognition that the people in
charge of the reading program should have formal training in the teaching
of reading and should also be a certified teacher is evidenced by the high
percentage of positive responses received on both questions and is com-
mendable. Apparently community and junior colleges recognize the need to
employ their own teachers for reading programs as evidenced by the 90%, of
institutions reporting that their reading teachers are employed by the
community and junior colleges. The involvement of student teachers and
para-professionals in delivery of those services is also a positive step.

One of the weaknesses focused by the findings is the number of in-
stitutions that require some students to receive reading instruction.
Although all but one of the institutions noted that a student may receive
reading instruction by requesting it, it is most unlikely that the total
number of students who need reading instruction is being adequately
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identified. Although approximately one-third of the institutions utilize one
criteria or another to require that students below a certain level receive
reading instruction, it is strongly suggested that all of the institutions ad-
munister a standardized reading test which would permit identification of
students whose measurable skills would not predict success in the courses
offered in that institution and who would be required to take reading
improvement courses that could provide the basis of success before the
student could be registered for courses involving reading.

The major number of institutions who reported the use of diagnostic
tests to establish the kind of reading project to be presented is not only
positive but correlates well with the high number of institutions reporting
reading program personnel who have formal training in the teaching of
reading. However, the findings obtained from the respondents are curious
in that less than 50% of the institutions included informal reading in-
ventories and trial lessons as means of determining the instruction to be
presented. It is far more likely that teachers with reading instruction would
be trained in using the latter two methods than it is that they would be
competent to administer diagnostic tests.

The high number of institutions reporting the utilization of workbooks
with exercises to be completed as well as the speed reading and
programmed materials apparently demonstrates a desire on the part of the
reading teachers to provide instruction for the various reading levels of
students incorporated within any class. It is also noted that the use of
newspapers and magazines is not as great as would be anticipated and that
the graded readers of the classroom series type with which many students
have probably had unsuccessful experiences are seldom used.

A second area in which there appears to be room for growth is the time
characteristics of the program. The length of the program, one term or one
semester, with the reported three class hours per week will be successful only
in instances where that amount of instruction will provide the difference
between the degree of success the student is initially experiencing and the
level that he needs to be successtul. It is unlikely that three class hours per
week for fifteen to eighteen weeks, a total of forty-five to fifty-four hours,
would in itself strengthen the reading skills of students successfully to permit
them to compete in community and junior colleges. It is recommended that
not only should the reading be required but that the amount of instruction
should be increased to the point at which success in achieving the needed
reading skills 1s a reasonable expectancy.

It is encouraging that all of the respondents note that they keep records
of the students’ progress. Although only five (28%) of the institutions state
that there is a continuing reading program available, it may be that the
reading program in existence can be repeated and continued as long as the
student needs it; and, therefore, a need for a second program would not
necessarily be indicated.

The fact that more than 50% of the institutions report that tuition and
the general operating budget provide funds for the institution for the
reading program is a trend in the right direction which nevertheless needs
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much growth. Although twelve (57%) of the institutions report such
financial sources. ten (43% ) do not. The scope of the program is not likely
to be successful without the financial support of the institution in addition
to the lederal, state or city-county funding that is provided.

Finally, the ratio of one student out of sixty who is receiving reading
mstruction is almost certain to be far below the number of students who
need it. Without the testing to identify students with reading problems, the
increase in the amount of time engaged in reading instruction, and the
further increase of supportive funding, the number of students receiving
reading instruction cannot reach the goal of providing adequate reading
instruction to every student enrolled at community and junior colleges who
needs it



PROFESSIONAL CONCERNS:

R. Baird Shuman, epiror

READING AND THE VOCATIONAL/
INDUSTRIAL ARTS TEACHER

Michael T. Conroy

STATEN ISLAND, NEW YORK

Professional Concerns is a regular column devoted to the interchange of
tdeas among those interested in reading instruction. Send your comments
and contributions to the editor. If you have questions about reading that
you wish to have answered, the editor will find respondents to answer them.
Address correspondence to R. Baird Shuman, Department of English,
University of Illinois at Urbana-Champaign, Urbana, Hlinois, 61801.

In most industrial arts and vocational education classes. there are
students who have a high desire to design. create. and make a project.
Simply stated. they want to learn. The student’s built-in motivation can be
uscd as a springboard to introduce reading into the shop area.

A few vears ago. it was not uncommon to hear industrial arts and
vocational educators respond to the idea of teaching reading skills with
replies such as: “Who, me? I'm an industrial arts teacher, not a reading
teacher.”

Today the prevailing attitude seems to be that specific reading skills
must be taught. Comprehension of printed material must be assured. and
the industrial arts and vocational educator 1s the person most qualified o
teach specific reading skills related to printed materials used in the shop.
The teacher’s knowledge of the industry. professional teacher training. skill
with tools. machines. materials and processes. combined with an un
derstanding of the students’ individual strengths and weaknesses, enable
him/her to teach the necessary reading skills. In addition. the teacher has
first hand practical knowledge of the manner in which the printed itemns
should be read. understanding of the concepts and technical terms. in-
timacy with the nuances of the trade. and a knowledge of the proper
procedures and presentation of manual skills.

The physical plant. design. and layout of the shop enables the teacher to
interact with students both formally and informally. The shop organization
and instructional procedures lend themselves to teaching reading skills to a
class, small group. or individuals. Students can be instructed in reading as
they perform manual activities based upon instructional sheets at the work
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bench or machine. In this way. the direct person-to-person type of in-
struction has immediate practical application.

Terminology

As one reads the printed pages used by industrial arts and vocational
cducation teachers, it becomes obvious that the terminology is unique. The
words are different from those used in other educational areas. in that
technical terms relate directly to the language of a trade or industry. Itisa
language that must be learned and mastered before one can fully com
prehend the printed words. For example: “The cut is locked up in the chase
on the stone near the furniture.”

Generally speaking. unless one is familiar with the vocabulary associated
with letterpress printing. the sentence is not easily comprehended.

The words cut, locked up, chase, stone, and furniture are meaningful in
a special way to the printer, as part of this technology's vocabulary. The
industrial arts and vocational education teacher uses trade terms in the
same manner in which others use familiar. every-day words.

Students benefit greatly from the teaching of reading skills by the in-
dustrial arts and vocational educator. When the teacher relates the skills
taught directly to specific printed assignments. concrete gains can result.
The shop teacher 1s providing the student with (1) the opportunity to learn
or review a specific reading skill, (2) personal experience of the relationship
between reading and shop work. (3) an opportunity to use reading in a
practical situation. and (4) the opportunity to read. and immediately
implement the instructions on printed pages with regard to the completion
of a project.

A negative attitude toward school and reading may be replaced by a
realization of the practicality of specific reading skills. The industrial arts
and vocational educator can assist his students by identifying difficult or
unfamiliar technical terms and by explaining new concepts in detail. The
reading of words that have different meanings in different settings can be a
stressful — experience  for students.  Problems  encountered in reading
technical literature can be reduced by defiming such terms in advance.

The instructor’s careful planning (analysis of reading skills required to
understand the material. concepts. technical terms. objectives) can result in
an educationally worthwhile reading assignment. 'T'o achieve this end. the
appropriate reading skills must be introduced into the lesson in a pre-
planned. organized manner.

The Teacher— Opportunities to Teach Reading

Teachers of industrial arts and vocational education encounter many
situations in which various reading skills can be taught.

1. Labeling. Wherever practicable. plastic. adhesive backed labels
should be attached to the exterior parts of machines the students are
learning to operate. Appropriate descriptions and names should also be
placed near tools in the tool closet.

2. Display Boards/Process Boards. Shops frequently display process
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boards as instructional aids. These learning devices should be so designed as
to contain the technical terms related to the mock-up or illustration
displayed.

3. Instructional Sheets. These instructional aids are usually written by
the teacher. Reading skills which can be taught through the use of in-
structional sheets are: drawing conclusions, getting the meanings of words
from context. arranging details in order, and following printed directions.

4. Textbooks, used in industrial arts/vocational education are im-
portant tools, They offer background material pertinent to an industry  its
tools. machines, processes. occupations. products. and terminology. Safety
considerations are also frequently treated. Here word attack skills em-
phasized by the student’s language arts/reading teacher are utilized and
refined.

5. Research Reports. The shop teacher frequently assigns rescarch
reports on famous people known for their contributions to a specific in-
dustrial field. If such an assignment can be made to coincide with the
language arts teacher’s exploration of biography in general. the student’s
work will be doubly beneficial. The potential for cooperation between
teachers of other departments and those in the shop field is great.

6. Safety. The importance of the safety factor in shop work is
paramount. In order to reinforce certain safety precautions and
procedures. the industrial arts/vocational teachers rely on the use of in-
structional sheets. tests. posters. and signs. The student who encounters
difficulty in reading frequently makes an extra effort in this regard in the
shop area. S/he realizes that certain tools and machines cannot be used if
the operator is unable to comprehend and follow directions. The shop
teacher can capitalize on this extra motivation by working with students in
the design and execution of appropriate directions. signs. posters. and
labels. Word recognition skills is one area that can thereby become highly
developed.

Conclusion

The teachers of industrial arts and vocational education are in a unique
position with regard to the remediation and development of reading skills.
In the minds of many junior and senior high school students. “shop™ has
long been synonymous with meaningful activity culminating in a desired
project. Shop work has frequently symbolized success for even the less
academically oriented. Using this enthusiasm and motivation to aid
students in the perfection of their reading skills is the challenge facing shop
teachers.



REVIEWS—CHILDREN'S BOOKS

Nancy Weddle

CHILD STUDY CLINIC, UNIVERSITY OF MISSOURI

I Hate It. By Miriam Schlein. ill. by Judith Gwyn Brown. Albert Whitman,
1978. 28 pp. reinforced binding. $4.75. Ages 4-7.

This book is a colorfully illustrated account of things voung
children typically do not like. such as getting dressed up. The text is
brief and highly predictable. and should delight young readers. The
size of the book itself is just right for little hands. Teachers may want
to read the story aloud as a beginning activity for student’s writing
their own I Hate It book.

Everybody Takes Turns. By Dorothy Corey. ill. by Lois Axeman. Albert
Whitman, 1980. 29 pp. reinforced binding. $5.95. Ages 1-6.

Sharing and taking turns is an important concept for young
children to learn. The author presents a variety of situations to
convey this social lesson to beginning readers. The text is somewhat
artificial and stilted. but the topic of sharing is not easily handled
when readability level is important. The vocabulary of this book is
repetitious and controlled for easy beginning reading.

I'm Busy, Too. By Norma Simon. ill. by Dora Leder. Albert Whitman.
1980. 28 pp. reinforced binding. $6.25. Ages 3-6.

Early childhood teachers will want to add this book to their read-
aloud hbrary. The author skillfully describes a day’s actvities of
three pre-school children and their families. The busy day of the
youngsters and their working parents is presented in a delightiul. yet
realistic manner. The detailed illustrations nicely enhance the text.
clearly depicting a variety of activities. In our contemporary society.
young children will easily relate to the busy families in the story.

The Hiding House. By Judith Vigna. Albert Whitman, 1979. 30 pp.
reinforced binding. $6.50. Ages 6-8.

This casy reading story tells of two girls who are special friends,
and who have a special private place to play. A new girl. who moves
into the ncighborhood. creates a temporary disaster between the
friends. The story ends happily as all three become firends and play
together in the hideout. The author presents a realistic account of a
child dealing with anger and hurt feelings in a friendship. Each
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colorful illustration extends the text. Farly clementary readers will
enjoy this book as a read-aloud story or as independent reading.

The Skates of Uncle Richard. By Carol Fenner. ill. by Ati Forberg. Ran-
dom House. 1978. 46 pp. $4.95.

In this story Marsha dreams of becoming a champion figure
skater and longs for her own ice-skates. Her dream is shattered when
she receives Uncle Richard’s “good old skates™ for Christmas. As the
story ends. Marsha’s first skating lesson brings back smiles and
dreams. This “hope-filled” story allows youngsters to relate to a
young girls’ dreams and frustrations. The black and white
illustrations convey the moods of the text. Teachers may want to
rcad this book aloud to the class as an effective discussion starter for
creative story writing.

Goridla Gorilla. By Carol Fenner. ill. by Symeon Shimin. Random House.
1973. 48 pp. $4.95.

This is an enthralling account of the jungle life of a gorilla.
birth to adulthood. The well-researched and accurate details of this
animal life present a unique resource for the classroom. The story
continues when Gorilla is captured and taken to a Zoo. 'The animal’s
difficult adjustment to a new life is depicted in a moving and
compassionate way. through text and illustration. This unusual
story may appeal most to upper elementary students. However.
anyone who reads or hears it will visit the gorilla cage at the Zoo with
greater understanding of this animal.

Galaxy I Serzes. By Harriett S. Abels. ill. by Rodney and Barbara Furan.
Crestwood House, 1979. 47 pp. reinforced binding. $5.95 cach:
Paperback. $2.50 each.

This science fiction series of 9 titles presents the interstellar
adventures of Captain Druce and his crew. Galaxy I. Each storyis a
separate. detailed account of the missions of Emergency Ship 88.
The author combines a fast-moving plot with a timely topic which
results in exciting space adventure. The illustrations, which often
show only the characters, may have been more effective depicting
the action of the text. According to the publisher. the readabihty
level is from third to fifth grades. However, these and older readers
may need additional help with concepts and specialized vocabulary
before traveling through space in the stories.
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