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EDITORIAL COMMENT 

THE REAL ENERGY SHORTAGE 
Probably no greater facility for raising the level of a society exists than 

the public library, where information and vicarious experience which can 
lead to personal knowledge and wisdom are readily available to all. But 
observable in terms of national trends, we have turned to commercial 
entertainment during our leisure hours. As a result, now that energy for 
gratifying our entertainment needs has begun to dwindle, people can't seem 
to think of anything to do except whine and quibble. 

As teachers of reading, we ought to be taking advantage of this oc­
casion, letting everyone in on what amounts to a rediscovery of the great 
life. We should be shouting with fervor about the thousands of excellent 
volumes in our libraries, each volume a means of turning the energy 
shortage into personal profit. By becoming readers, we will find ways to 
avoid further difficulty over the shortages, the inflation, the international 
bickering, and even o~r individual disappointments in job, family, and 
uncooperative weather. 

As reading teachers, we must talk to students young and old about the 
wonders of our libraries throughout our country. One doesn't have to have 
anything more than the energy to go to the library, to have all the doors of 
education opened. What we may lack in reading background can be 
overcome in a short period of looking through basic materials. It is a 
genuine mystery that every library is not constantly crowded with people 
taking advantage of the shelves full of mind building, interesting stories and 
factual materials. Can it be that we as a people have lost our curiosity and 
our will to grow in intellect and wisdom? Very few people have the desire to 
conquer worlds, but everyone should have the initiative required to improve 
oneself. 

Perhaps it will take an upheaval the size of a major depreS-'iion before we 
become aware of the riches that exist for the taking, right inside the doors of 
the local library, The marvelous phenomenon is that one doesn't have to be 
ari important somebody to utilize the knowledge that is carefully arranged 
in row-upon-row of stacked information. 

Do you have a little problem with questions about the way your mind is 
runningr Study the basics of the wonderful world of psychology. Begin with 
the easy-to-read books, ~ork up at your own pace, and find answers to your 
questions with bonus information that no one can tax or price-gouge you 
for. Want to travel in a foreign country? It is easy, through books. In fact, 
real mobility in time and space and culture are }X)ssible only through books. 
Through modern technology, the best lectures are available on microfiche 
readers to the serious scholars. Basic courses in reading improvement arc 
also available, to those whose schooling was not completed. There is almost 
no place more suited to helping a person grow than one's own local library. 

Ken VanderMeulen 
Editor 
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READING RESEARCH-
WHAT DIFFERENCE DOES IT MAKE? 

Richard D. Robinson 
UNIVERSITY OF MISSOURI-COLUMBIA 

Scene: A workroom in an elementary school where we find two teachers, 
Mrs. Smith and Miss Jones, discussing the events of the day. 

Miss Jones: "During my break this morning I noticed you seemed to be 
having less trouble with your reading lesson." 

Mrs. Smith: "How right you are-- I had been having some difficulty 
with the teaching of comprehension skills in my middle group, but I 
seem to have found the answer." 

Miss Jones: "That's great - but how and where did you find this in­
formation?" 

Mrs. Smith: "I knew my background in the teaching of comprehension 
skills was weak, so I quickly reviewed my last several years of The 
Reading Teacher, Journal of Educat£onal Research, and Harmrd 
Educatz'onal Revz'ew. These gaY{' me some valuable insights into the 
problem, but I was still unsure of what course of action to follow. I 
then went to the local university and checked the ERIC files and the 
most recent copies of DZ5sertation A bstracts. One study seemed 
promising until I noticed a problem with the selection of the sample 
population ... " 
(Fade out.) 

This brief scene illustrates one teacher's attempt to solve a classroom 
reading question through the use of existing research. Yet, if we are candid, 
most would probably agree this portrayal is an unrealistic description of the 
problem solving approach used by the average teacher. What we are 
confronting here is the dilemma of implementation - how can the results of 
reading research be utilized in a meaningful way by those who are given the 
responsibility of teaching children? 

Why the Research-Practice Gap.~ 

Many possible reasons could be identified as to why reading research 
seems to be having such little effect on current teaching practices. 
Frequently, both those doing the research and those who are to apply the 
results in their classrooms seem not to understand the aims, limitations, or 
even professional language used by the other group. The researcher views 
the practitioners as provincial, conservative, and unwilling or unable to 
incorporate into their teaching even the most obvious results of reading 
research. In rebuttal, "Many decision makers see educational researchers 
as the intellectuals, the eggheads of the educational profession; a group of 
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rear echelon soldiers enjoying their privileges but providing little help for 
the front line troops, the teachers." (Gallagher, 1975, p. 13). 

'1 his breakdown 1Il conununication is perhaps most apparent when 
discussing the areas uf relevancy and applicability. Teachers often believe 
most current reading research has little relation to the problems they must 
solve each day in the real world of their classrooms. Instead of theory or 
generality they want specific answers which are easily obtainable and can be 
implemented despite lack of time, materials, and professional knowledge of 
how to put them to work in class. 

The Change Agent 

In attempting to deal with the dissemination and effective utilization of 
research findings, increased interest has been directed to the activities 
associated with those designated as change agents or linkers. According to 
Carlson, (1965). the role of these persons can be ,defined as one which 
" ... influences the advocacy and introduction of innovations into practice" 
(p. 4). An example of a noneducational system which historically has relied 
on the use of change agents has been agriculture with its dependence on the 
c'ounty extension agent. These persons wcre responsible for bringing to the 
local farmer, in the most usable format, the latest research findings on 
crop and livestock development. 

In contrast, education has never had as clearly a defined person to 
transmit new knowledge from the researcher to the practitioner - this 
despite the fact that some of these linking roles have traditionally been 
carried on through advanced university training. in-service programs, ond 
research findings conveyed by journals. textbooks, and library retrieval 
systems. 

Guba (1968) has identified a taxonomy of six activities which he suggests 
an educational change agent or linker could use in bringing to a prac­
titioner the results of current research. They include telling, showing. 
helping, involving. training, and intervening (p. 48). While this division is a 
particularly useful organizational pattern. a major problem is identifying 
the person or persons in most local school districts who would be willing and 
able to assume this responsibility. 

One p<?ssible solution might be found within the existing educational 
organizations of most districts. There are persons currently teaching who 
because of their interest and training in the area of reading education 
might very likely accept the role of change agent. As most schools have the 
services of a reading specialist, this teacher is in a primary position to en­
courage the dissemination of new reading knowledge to his or her peers 

primarily. in the sense of having basic understanding of conditions and 
problems unique to their own teaching situation. In addition. the teaching 
staff with which the local reading teacher works may be much more 
receptive to recent reading developments coming from a person they know 
rather than from another source. 

It is important to note the context in which the reading teacher becomes 
a change agent for the reading program. This should not be thought of as a 
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teacher/pupil relationship, but rather one between colleagues. The object 
of the linker's role is not necessarily to point out the flaws and mistakes in 
what others are doing in their teaching of reading, but instead to share new 
information and research findings concerned with common problems and 
interests. 

The degree to which a particular reading teacher may be successful in 
bringing new ideas into the reading curriculum is largely the result of 
factors such as available time, professional training, and personality 
variables. While some of these problems may seem formidable, this should 
not rule out a modest beginning. The results of even a limited effort on the 
part of one reading teacher may have significant results in determining the 
eventual consequences of their total reading program. 

Suggestz"ons for Implementatz"on 

The following guidelines are listed here as only general descriptions of 
activities which local reading teachers might consider in bringing the results 
of language arts research to a teaching staff. The previously mentioned 
diffusion taxonomy developed by Guba (1968) is used as an organizational 
basis for these suggestions. Each suggestion can easily be modified or ex­
panded depending on local teaching conditions and problems. 

1. Tellz"ng. These activities are often considered to be of least im­
portance because of their informal nature but frequently are the most 
effective due to the personal interaction required between teachers. 

Share information gathered from recently published professional 
books, journals, and other written sources on the teaching of reading skills. 

Report on the findings of reading research presented at national 
meetings and suggest implications for the local instructional program. 

Recommend sources of new supplementary reading material and their 
appropriate use in the classroom. 

2. Showz"ng. Suggested activities listed here involve the change agent in 
demonstrating through a variety of approaches recent developments in the 
area of reading instruction with the classroom teacher as primarily an 
observer. 

Invite other teachers to visit your class when reading activities of interest 
to them are being presented. 

Prepare bulletin boards and other material displays reflecting new 
reading concepts and ideas. 

Demonstrate current approaches to evaluation of reading skills with 
particular emphasis on the importance of these techniques for classroom 
teachers. 

3. Helping. Helping includes those situations in which the change agent 
works directly with the teacher in the classroom on the basis of a specific 
indicated need of that practitioner. 

When invited, visit classrooms to teach demonstration lessons presenting 
the material in a manner which will aid the teachers in improving their own 
reading programs. 

Assist the classroom teacher 'in developing a remedial program which 
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rdlects recent knowledge on grouping, material selection, evaluation, etc. 
Provide sJXcific information on current research related to a particular 

classroulII Icadillg plUukm, 
I. involvmg. Involving brings tlte tt'achel ami the ckmge agent 

together to work on a common problem as a team. 
In cooperation with the classroom teacher introduce new reading 

methods and materials. 
Suggest changes in the current classroom reading curriculum based on 

both formal and informal testing procedures administered by both the 
teacher and the change agent. 

5. Traim·ng. Training includes most of the techniques presented but 
differs as to the degree of formal commitment. 

Act as liaison representative between the local school and university staff 
in the development and planning of reading in-service activities based on 
the needs of the teachers. 

Be willing to participate in PTA meetings and other community groups 
explaining the reading program of the school. 

6. Intervening. Intervening consists of those activities which most 
directly reflect t he interests and partiality of the change agent. 

Take an active role on reading textbook selection committees. 
Make your opinion known to the administration about the school's 

current reading curriculum and other related problems such as priorities on 
purchase of new materials, etc. 

Should these guidelines be implemented, perhaps the opening SCf'ne 
might sound this way as Mrs. Smith responds to Miss Jones about the 
problem in teaching comprehension skills: 

Mrs. Smith: "I knew my background in the teaching of comprehension 
skills was weak so I askf'd Mrs. Jordan if she could come and visit 
during one of my classes. She was so helpful, suggesting sevnal nf'W 
materials to try and some different questioning techniques from a 
rf'(,f'nt journal article. This made it easier for me to see how these 
comprehension strategies would work each day in class. In addition, 
I borrowed several papers on comprehension she had picked up at a 
recent national reading meeting. I think Mrs. Jordan has started me 
answering some of my questions. She is willing to share her 
ideas - she's probably someone you need to get to know better." 

Miss Jones: "I should - I think I'll ask her about ... " 
(Fade out.) 
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ELEMENTARY STUDENTS' 
DEFINITIONS OF READING 

Kathleen M. Ngandu 
UNIVERSITY OF NEBRASKA-LINCOLN 

Many reading education authorities (i.e. Smith 1978; Stauffer 197b; 
Thorndike 1973) discuss reading as a meaning identification process in 
which the reader actively thinks about what s/he reads. Similarly, most 
classroom teachers include this relationship between reading and meaning 
in their definitions of reading (Green, Macaui, & Wood 1978). 

Little research. however, has been done on children's perceptions of 
reading (Tovey 1976). How do children view reading? Do they also view 
reading as a process emphasizing meaning. or do they view reading as 
something else? The purpose of this study was to investigate children's 
definitions of reading. with a special concern for their view of reading as a 
meaning identification process. 

Method 

A total of 418 students in grades one through six participated in this 
study. Nineteen schools in five small Great Plains communities and one 
major city were involved. An attempt was made to balance the number of 
students from each grade level. as well as the number of males and females. 
and the students' performance levels. Classroom teachers rated students as 
above average, average, or belm\' average readers. 

During an individual interview each student was asked. "What is 
reading?" Children's responses were transcribed and later classified ac­
cording to three definitions. These definitions were univeu on the basis of a 
content analysis of all responses: 

Deflluhon 1 ~Readz'ng as a general actz'vity 

Statements classified as a general activity indicated that reading was 
viewed as something to to, just another part of the regular school day. 
Students typically told about their basal texts. where reading was taught. 
when it was scheduled, grouping procedures. or involvement with games. 
workbooks or commercial kits. Sample student responses included: "It's 
doing a lot of hard work at the center." "I guess it's something to do in 
school." "You have to use those books and go up in a group." "Reading is 
what we have in the morning." "That's \\'hen I get to work with Mrs. 
Pletcher. .. 

Dejz'nz'tz'on 2 - Reading as a word identifz'cation process 

These statements focused on the usc of sight words. contextual clues. 
phonics, and structural analysis skills used to identify specific words. 
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Sample student responses included: "It's putting letters together to know 
the words." "Well, if you don't know the word you can see if it looks like 
another word you know. Then you can say it.'· "It's looking with your eyes 
and hearing the letters talk." "Well, you pronounce the big words right and 
know the voca bulary." "Reading is looking at the other words to figure out 
new words you don't know." 

Dejz'nition 3 -Reading as a meaning identification process 

The final definition focused on reading as an active search for meaning. 
The reader viewed reading as a thinking procedure, as s/he attempted to 
make sense from what was read. Sample responses included: "Once I get 
started I get really involved, and I feel like I'm there." "You travel to 
another world with a book." "Reading is understanding what somebody else 
is trying to tell you." "It's learning about different things." "Reading is 
really knowing what a story is all about." 

Each child's response was classified according to these three definitions. 
In cases where students gave more than one definition, they were asked to 
identify their most important response. Graduate students enrolled in a 
reading specialist program also classified a random sample of the children's 
statements to establish the reliability of the researcher's categorizations. 

Results 

A 6 x 3 chi-square analysis was performed to investigate the effect of 
grade level on n'ading definition. The data indicate that grade level dif­
ferentiated between students' definitions of reading (x2 xlO '-C41.92, 
p .01). Figure 1 illustrates that the percentage of students identifying 
reading as a meaning identification process increases from 12% in first 
grade to 43% in fifth grade, then drops only slightly to 40% in sixth grade. 
Conversely, the percentage of students merely viewing reading as a general 
activity steadily decreases from 70% in first grade to 37% in sixth grade. It 
is interesting to note that the greatest percentage change in these two 
definitions occurs between third and fourth grade. The percentage of 
students defining reading as word identification remains quite stable, at 
about 19% through all six grades. 

The data was further analyzed within each grade level according to the 
variables of sex and reading performance. No trend was evident considering 
sex. As figure 2 indicates, however, a greater percentage of above average 
readers defined reading as a meaning identification process, compared to 
below average readers. The percentage span between above average and 
below average readers also increases greatly from a 10% range in third 
grade to a 30% range in fourth grade. This increased range is observed at 
fifth and sixth grade, too. 

Conclusions 

The data indicate that as students progress from first through sixth 
grade they increasingly view reading as a meaning identification process. 
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Figure 1. Percentage of elementary students identifying the three 
reading definitions. 

More intermediate students defined reading as meaning identification 
compared to primary students. This is reasonable considering the typical 
stress on "learning to read" in lower grades and "reading to learn" in upper 
grades. Probably because most children are already adept at basic word 
identification procedures, intermediate teachers are ahle to emphasi7e thf' 
meaning identification function of reading. 

Students progressing at below average reading levels, however, are often 
recycled through introductory level skill activities. Typically these children 
are given corrective instruction in word identification strategies. It is 
therefore understandable that they are less likely to think of reading as 
meaning identification. On the other hand, those who have already 
mastered these beginning skills, the above average students, more 
frequently define reading in this manner. 

A question may then be raised. "If students do not think of reading as 
meaning identification, can their abilities be improved by instruction 
highlighting this viewpoint?" Psycholinguists (Cooper & Petrosky 1976) 
would answer "yes," since they maintain that the search for meaning is an 
essential strategy of a skilled reader. Certainly it may be argued that some 
prerequisite word identification skills are first needed before fluency can be 
attained. But, these skills should function only to enable students to search 
for meaning. This must be the ultimate goal of all reading programs, 
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defining reading as a meaning identification process. 

especially those for the below average child, who tends to think of reading 
as something else. Suggestions such as those provided by Stauffer (1968) and 
Pearson and Johnson (1978) offer practical methods to implement this 
outcome. 
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THE GIFTED STUDENT IN THE 
INTERMEDIATE GRADES: 

DEVELOPING CREATIVITY 
THROUGH READING 

Sharon Dunn 
LA HABRA CITY SCHOOLS, CALIFORNIA 

There is no consensus on what makes a child_ gifted. Certainly it is a 
combination of a multitude of factors: The child's natural heredity sets an 
upper limit to his possibilitit's, but giftedness is not a package given at birth 
with no hopes of change. It is a growing, becoming process that constantly 
creates, elaboratt's and refines itself by selecting, comparing, and 
'organizing life experienct's (Strang, 1960). 

Because language is a creative, innovative process and in the gifted child 
even more so, he must be given every opportunity to use the skills already 
owned and develop them further. It is the rt'sponsibility, ewn duty, of the 
teachers of these children to see that they are givt'n the skills to do so. This is 
important at all grade levels, however, the intermediate grades are par­
ticularly well suited to this kind of activity. Smith (1974:53) states "students 
in the intf"rmf"diatf" grades have a greater wealth of background experif"nce 
than primary grade students and are not so inhibited in regard to divergent 
thinking as older students often become." At this age they have enough 
maturity and ability to benefit from a program designed to develop their 
creativity. 

Creative Reading 

Creative reading is the highest form and most neglected of all the 
reading skills. Frequently, teachers will be unaware of the need for it and 
the methods with which it can be accomplished. Generally, reading is 
taught through mf"thods which stress lower level skills of reading. The 
creative reader should be capable of more than this. Most gifted children 
have the capacity to become creative readers, given proper instruction. The 
creative reader possesses the ability to examine relationships among facts 
and interpretations. He will, however, need guidance to achieve full use of 
this ability. Isaacs (1974) feels that without guidance, creative reading may 
never happen. Randomly selected materials will not providf" the maximum 
benefits. 

Gifted children generally have the basics of reading well in hand by the 
time they reach the intermf"diate grades. They need other things besides 
"basics" instruction. Barbe (1971 :21) believf"s "intellectually superior 
students must be challenged if If''arning is to take place and interest in 
learning maintained." He identifies nine specific needs for the gifted in 
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their reading program: differentiation of instruction; regular and careful 
evaluation of the child's reading ability and achievement; proper grouping 
for instruction; active involvement of the student in his reading instruction; 
differentiation of reading style according to the type and purpose of 
material read; an ever-increasing range of reading material made 
available; guidance in critical reading; continuity in reading instruction 
throughout his school career; and superior teachers. 

Research by DeBoer (Barbe, 1971) found five specific aspects of creative 
reading operating in varying degrees in a number of elementary programs. 
The first, creative inquiry, deals with learning how to ask the right 
questions. Creative interpretation involves an intensive effort to reconstruct 
reading material using clues and symbols found in the original writing. 
Creative integration combines words, concepts and images of a story into 
new moods or perceptions in the reader's mind. Creative application in­
volves looking for various situations in the reader's experience that may 
relate directly or indirectly to what has been read. The last one, creative 
criticism, deals with the process of separating fact from opinion and 
drawing tentative conclusions that may differ from the author's. 

The consensus in the research is that a gifted child's program must be 
individualized to provide for his needs and to provide for the development 
of creativity. Gifted students are not always speedy workers, therefore, they 
must be allowed to work at their O\VTI pace. They should have parameters, 
but should be free to select within those parameters. There should be 
adequate opportunity to talk with the teacher, for these children especially 
need this dimension in order to grow and learn. There should also be a time 
provided for them to put their reading and learning into action, through 
drama, speech-making, simulation games and projects. 

Simulation activities for groups can be created on almost any topic. 
Once the activity is started, the children could be asked to contribute 
problems to be solved as it progres.<;es. After reading several different plays 
by authors whose styles vary widely, they could be asked to write the ideas 
that make a good play and then write their own and produce it, thus 
combining several different areas of learning. As for projects, after reading 
several different sources on one subject, the students could be asked tQ 
brainstorm their own projects. 

Techniques such as brainstorming, role-playing, buzz sessions, and 
group discussions are effective ones to use with the gifted. Brainstonning is 
an especially effective one, allowing the students to stretch their creativity to 
the fullest without any threat of repression. Gallagher (1969) gives several 
important rules for this technique: no criticism allowed; the more ideas the 
better, the more likely a really good one will occur; integration and 
combinations of ideas welcomed; evaluation and discussion of pros and cons 
only after all ideas have been presented. 

Usz"ng Literature 

When using literature, the teacher needs to be certain that the material 
is well chosen, with interesting characters and situations, vivid descriptions 
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and good vocabulary. Also. that the related actIvItIes will focus their 
thinking skills. Smith (1974:55) has prepared guidelines for the con­
struction of que'lion<; (Inn t(lsks nesignen to stimulate students to think 
creatively as they rrad: 

1. They ask for information that is not in the material. 
2. They ask for the reader's personal ideas. 
3. They do not attempt to evoke responses that can be judged as correct or 

incorrect. 
4. They focus on what the reader can add to the material. 

Intermediate grade students can learn quickly to recognize questions 
that send them on a thoughtful, purposeful trip beyond the boundaries of 
the story into unfamiliar territory. Using the above guidelines. teachers can 
construct appropriate questions for any material used. 

If a book report is called for, the following example is a suggestion for 
one that uses Bloom's Taxonomy as a guideline, having a question for each 
level of difficulty. Each question should have adequate space provided for 
answers. 

1. Was this book hard or easy? 
2. What made it hard or easy? 
3. Could you tell what was happening all the time? 
4. Did you want to keep on reading or quit? 
5. Write 6 facts in the story that you remember and that are important to 

remember. 
6. Tell what you think about anyone of the characters in the book. Give 

your reasons. 
7. Predict what will happen after the book ends. Be specific and detailed 

and make sure it fits with what has already happened. 
8. Summarize what the book is about in not more than 6 sentences. 
9. Write a different ending to the story. 

10. Compare 2 characters in the story. Decide which one is best of the two 
and tell 'shy you think so. 

Materz'als and Ideas 

There are prepared kits and materials that can be used by the teacher 
who wants to challenge her students, but does not quite know what to do or 
where to start. Push Back the Desks) by Cullum, is full of challenging and 
interesting units in all different areas with which to motivate students. It is a 
small paperback book which should be available in most bookstores. 
Interactz'on publishes an excellent series of simulation games that arc 
challenging and interesting. Science is an area in which creative thinking 
can be used effectively. SMSG materials are good. Other sources, identified 
by Gowan (1971) are: Curriculum Planning for the Gifted} Fliegler. 1961; 
Teachz'ng Scz'ence Creatively} Washton. 1967; materials developed by Dr. 
T. H. Sands of Illinois State College which contain kits of science material; 
and discovery learning materials by Dr. Crutchfield of the University of 
California at Berkeley. consisting of fifteen units about a boy and his sister 
who work as detectives. 
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Isaacs (1974) shares an abundance of gencral activitics suggcsted to h('[ 
by graduate students. A few of them are listcd here, with supplemental 
comments. 

1. Keep a diary describing mcmorable cxperiences. (This could be done 
in conjunction with a unit, or simply as a private writing experience.) 

2. Chair a committee to discuss a good book which all have read. (Somc 
advance discussion with the teacher necessary.) 

3. Catalog books in the class library. 
4. Set up evaluative criteria, evaluate children's magazines, and make a 

recommended list for the library. 
5. Check reading rate: then use materials designed to improve rate, chart 

progress. 
6. Construct crossword puzzles which utilize spccific vocabulary (in­

cluding adcquate chIcs). 
7. Interview an adult or pupil from an upper grade with a specific 

purpose in mind. 
8. Portray a character role in a monologue. (This would entail con­

sidera bk background reading.) 
9. Convert a short story into a short play, then lead in its production. 

10. Write and give commentaries for silent movies or slidc showings. 

The ideas presented here are just the beginning. There are a multitude 
of activities that can be uscd with these children, for thcir capacity for 
learning is so much more than the average child's. Perhaps gifted children 
were named as such because they have indeed been given a gift that few 
have the opportunity to receive. It is their responsibility to use that gift 
wisely and for the benefit of the world in which they live. But they cannot 
do it without proper training and education. If it is their responsibility to 
use their gift wisely, it is the responsibility of the teachers of the world to give 
them every possible resource with which to develop that gift. We cannot do 
otherwise. 
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SELLING READING 

Nancy Golen 
John Prendergast 

NORTHERN ILLINOIS UNIVERSITY 

Reading teachers hope all their students will become lifelong readers. 
Students who can successfully propel themselves through print and who 
view reading as a worthwhile activity are most likely to form this type of 
permanent attachment to reading. Thus, there should be two ultimate 
goals of all reading instruction: the evolution o~ both competent and av£d 
readers. 

The first of these goals is generally emphasized in most classrooms. Yet 
in the pursuit of competence, some well-meaning teachers may drill 
students on various reading skills, only to deny them the opportunities to 
practice these skills in a meaningful application of reading. Without 
sufficient practice, it is difficult for students to develop or even maintain 
skills taught in the classroom. To become competent readers, students must 
be encouraged to transfer their abilities to the ultimate goal reading on 
their own. Simply put, it is difficult to bef'ome a proficient reader without 
lots of practice in reading. 

Besides its utility in developing competent readers, practice in reading 
also can be valuahle in the promotion of positive attitudes toward reading, 
a goal which may be ignored in some reading programs. Students' attitudes 
about reading are at least as important as their ability to read, for the value 
of reading lies in its use rather than its possession (Estes, 1971). For the 
classroom teacher. this means that students must know how to read and 
must also want to read before they can become lifelong readers. Fostering 
positive attitude" ahout rf'ariing "houlri hf' a vital part of all f<',l(iing 
programs. Making books available, providing time to read them, and 
demonstrating that reading is worthwhile are essential to the en­
couragement of reading as an acceptable and desirable activity. 

Makz"ng Books Ava£lablc 

Every classroom should have a library of reading material. The library 
should contain at least three or four books per student, as well as other 
reading material of interest to students: magazines. newspapers. travel 
brochures, catalogs and the like. Materials should vary in topic and dif­
ficulty so that each student will be able to find something interesting and 
appropriate to read. 

A section of the classroom devoted to reading can also encourage 
reading. Attractive bulletin boards and book displays can serve to adH,rtise 
the joys of reading. If possible. soft furniture and carpeting can make this 
part of the classroom a desirahle place in which to read. Thus reading can 
be physically appealing as well as visually attractive. 
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Resourceful teachers can maintain class libraries rather easily and 
inexpensively. Students, parents, and faculty members can be encouraged 
to donate old books and magazines to the library. A visit to a travel agency, 
airport, or car dealer can also result in interesting reading material for the 
classroom library, as can trips to garage sales, church bazaars, or second­
hand stores. 

Students should help establish and maintain the class library. In ad­
dition to giving individual students a chance to own their own books, 
paperback book clubs also provide dividends. These books could be added 
to the library. The class might select a committee to search paperback book 
catalogs and suggest titles for purchase. Another group of students might 
accompany the teacher to a book store in order to purchase books. 
Periodically "scavenger committees" can check want ads and other likely 
sources for used books. Student assistants migtt also serve as librarians, 
recording books that are checked out and keeping the library attractive. 
Involving students in the selection and maintenance of class library 
materials should encourage their interest in and acceptance of reading. 

Providing Time to Read 

Personal a(ceptance of reading and refinement of reading skills can be 
developed simultaneously through successful practice in reading. In 1970, 
Lyman Hunt described a reading technique directed toward this end. Ilunt 
labeled his technique USSR (for uninterrupted, sustained, silent reading): 
similar techniques have been suggested by others (Oliver, 1970; 
McCracken, 1972: Allington. 1975). USSR was designed to provide students 
with a span of uninterrupted time for silent reading. The technique, if 
properly developed by following several well-defined steps, may supply the 
missing link between competence and the positive attitude so \'ital if 
students are to become lifelong readers. The following steps could be used 
to initiate USSR in the classroom: 

1. Each student selects something to read: book. magazine, I1e\vspaper, 
pamphlet - whatever interests him/her. As long as material is not 
blatantly offensive. no comments should be made about the choice of 
reading material. 

2. The teacher places a "Do Not Disturb" sign on the classroom door. 
3. The teacher explains the technique to the students: "USSR stands for 

uninterrupted. su~tained, silent reading. Each of you has sOTllething to 
read. When I say 'go.' begin to read silently at a pace that is com­
forta ble for you. If you encounter a word that you don't know, try to 
figure it out yourself or just skip it. If anyone interrupts our reading by 
talking or moving about. the USSR period will stop and we will return 
to our other work. Are there any questions? (Clarify directions, if 
necessary.) "Go." These directions should be repeated each time until 
the teacher decides that the students understand the technique. 

4. The teacher sets a kitchen timer for five minutes, a suggested length for 
the first USSR period. If the students are able to sustain their reading 
for this time. USSR should be graduallv increased, perhaps ill one or 
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two minute increments. If then' are any interruptions, the USS.R period 
stops. In that case. t he next period should be of the same length. 

r) No formal reporting "hould 1)(' rl'fluired Ilnwf'\'('r. Ill(' tea,her mav 
\",ish to ask questiolls like, "Did VOIl enjo\' V(JIlr reading todav;J Is ;jnVflIW 
reading something interesting that hf.' or she would like to share with 
us?" (Hunt. 1970) 

6. It is very important that everyone including the teacher and any 
classroom visitors. spend the USSR period engaged in silent reading. If 
the time is spent in grading papers or planning, the students could 
easily conclude that reading is not valued by the teacher or that it is not 
that important. This directly counteracts the purpose of USSR. 

One important objective of USSR is the promotion of positive attitudes 
about reading. This implies the creation of an atmosphere conducive to 
silent reading. Because USSR time is uninterrupted. students an' l'11-

couraged to become deeply involved in their reading. Ilowever. both ex­

ternal and internal forces could interfere with l;SSR. To control external 
forces as much as possible. the teacher should take precautionary measures, 
such as placing the "Do Not Disturb" sign on the door and scheduling USSR 
for a period of relative quiet. (Some teachers have found that a "Testing" 
sign is more effective in prevcnting interruptions.) 

Peer pressure can be used to control internal disruption. If any student 
disrupts USSR time. the period should be stopped and students should 
return to regular class work. Students will probably be disappointed if the 
USSR period is suspended and they may make their displeasure known to 
the offender(s). Because of pressure from peers not to illterrupt, even 
normally "troublesome" students might begin to pay more attention to their 
reading. 

Demonstrating that Reading 15 Worthwhz'le 

Initiating USSR as a part of daily activities should help convince 
students that reading is worth school time. As USSR becomes part of their 
daily schedules, students should begin to realize that reading is not just a 
time filler to be used when the lesson is shortcr than anticipated. Rather, 
students should begin to view free reading as an important. vital part of 
their class time. 

An objection to USSR that may be heard from classroom teachers and 
administrators is that "The teacher isn't teachz'ng; s/he isjm! sitting there 
reading." Ilowever, it should be remembered that the teacher's example is a 
powerful method of inst ruction. Furthermore. how often do these same 
teachers or administrators complain when math or science teachers "just sit 
there and watch" while students do math problems or science experiments? 
The teacher's enthusiasm for a practice or progTam may be a key ingredient 
in attitude change (Alexander and Filler. 1976). The teacher's actions 
should always demonstrate the belief that recHling is a highly valued ac­
tivity. In other words. it is vcry important for teachers to provide a good 
model for students. In some cases, the teacher may be the only adult 
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students can obsenT who demonstrates the enjoyment and usefulness of 
reading. 

As a good model. the teacher should read while st udcnts arc reading 
and should reach for books to find information. The teacher should also 
have some knowledge of materials pertaining to the interests and ability 
levels of his/her students. Teachers should share opinions (lbout hooks 
they've read with their students. Interesting. inno\'ative ways to react to 

hooks can be encouraged (Mavrogenes. 1977). 
Another way to demonstrate that reading is wortll\vhile is to re,ld aloud 

to students often, Students of any age enjoy listening to a well-lead. ap­
propriate story. Tape recorded stories can also he used. with students either 
listening alone or following along in a hook as they listen. Mueller (1973) 
maintaills that instruction renccts the teachers' attit lIde and that st udents 
are affected when the teacher shows enthusiasm or apathy toward reading. 

Permanent attachments to reading will most likely develop in st ta\cnts 
who arc both competent and avid readers. As they experience success in 
reading. students will begin to view reading as an enjoyable activity. Like 
most enjoya hie activities. it will he continued. The more st udents read. the 
more competent they will become and the more enjoyment they will derive 
from f(·(lding. To sustain this cycle of competence and interest. teachers 
should recognize the need to develop positive attitudes about readillg and 
the need to reinforce these attitudes by teaching the skills necessary for 
successful reading. 
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INFERENTIAL ASPECTS OF THE 
CLOZE TASK 

Michael C. McKenna 
WITCHITA STATE UNIVERSITY 

The central assumption underlying the cloze procedure is that context 
can be used inferentially to predict deleted words (or other graphic units). 
The importance of this assumption suggests that an adequate un­
derstanding of the cloze task is impossible without an analytical knowledge 
of the role inference must play. The present discussion embodies a stepwise 
analysis of this role, from the point at which the context is read to the point 
at which the reader is able to distinguish acceptable responses. 

1. Inferring Constraints 

An intriguing question common to logic and to reading is the 
classification and explication of inferential thought. Within the field of 
reading, efforts have been made to identify the types of information which 
make inferences possible about the me,aning of an unfamiliar word (Artley, 
1943; McCullough, 1958; Ames, 1965). The case of cloze deletions is 
analogous in that subjects must draw upon the same sorts of clues in an 
attempt to constrain the meaning of the missing word, and thus the number 
of alterna tives, as much as possible. 

For present purposes, it is unnecessary to enumerate these types, and, to 
repeat, such an effort at this writing would have to be an incomplete one. l 

It is enough here to make three generalizations concerning the process of 
inferring constraints. 

First, it shall be assumed that constraints can be inferred from context 
in such a way that they are countable. That i:-, to say, from the words which 
surround a deletion, it is possible to enumerate distinct conclusions about 
the meaning of the deleted word. That such constraints are interrelated will 
be seen presently. 

Second, the inferred constraints are of two varieties: syntactic 
(limitations upon the grammatical class, or "part of speech," of the missing 
word) and semantic (limitations upon the meaning of the missing word). 

Third, semantic constraints can, and for present purposes must, be 
further delineated into coordinate and subordinate constraints. Subor­
dinate constraints are those which, while identifiable as distinct "con-

I • 

elusions," are automatically combined by the subject because the com-

lIt should bt' notrd. howt'vt'r. that ont' t'ntirr class of clut's is dt'nit'd thr clozt' sub­
jrct thost' found within tht' word itsrlf, such as its rtvffiologv, inflcction, and con­
figuration. Thus. his cin umstancc is on Iv partially analogous to that oj the reader ell­

(,ountrring unfamiliar \vonls. For a dis(,ussion of diffrrcnccs betwrcn r(,(,ognition and 
rccall. srrGlanzrrand Bowlcs(1976). 
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bination is thought of in a singular sense (stored in association). For 
example, in the sentence "The _ injured one of its four legs," it is possible 
to infer (1) that the deleted word names an animal and (2) that the animal 
has four legs. But are there two constraints here or one? Since the two 
characteristics above are typically thought of together as determining the 
set of four-legged animals, they will be considered here to be subordinate 
constraints -combined to form a single coordinate constraint. Coordinate 
constraints, on the other hand, can be combined logically but are not 
customarily linked. For example, in "His mother named him _ because she 
liked monosyllables," two semantic constraints are present: (1) the word 
must be a boy's name and (2) it must consist of one syllable. Since words 
with both of these characteristics are not ordinarily thought of together, 
these are coordinate rather than subordinate constraints. 

2. A cceptz"ng Inferred Constraz'nts 

The ability to infer constraints is not the sole component of the in­
ferential stage of the cloze task. Subsequently, the subject must decide 
whether to accept a constraint in the process of identifying a set of alter­
native responses. For at least three reasons, he may choose to disregard 
some conclusion he has reached, even though it may have a demonstrable 
basis in the text. First, one inference may duplicate another and thus 
contribute nothing to the accumulation of constraint. This state of events is 
not limited to the pronounced redundancy of inefficient writing but occurs 
frequently when context is viewed at full scale. Ramanauskas (1972a, 
1972b) has demonstrated that even for poor readers constraints operate 
between, as well as within, sentences, and it is natural to assume that many 
of these are duplicated as short range. Second, and in the same vein, one 
constraint may z'mply another without precisely duplicating it. In the 
sentence, "He lives in Europe, in the French city of _," the phrase "in 
Europe" is rendered useless by the narrower constraint inferable from "the 
French city of." Third, an inference may be viewed by the reader as 
nonessential but as possible nevertheless. He must decide whether to honor 
it and thus whether to place an added restriction on his target set. In so 
doing, he may attempt to estimate the probability that the author's 
meaning was accordingly constrained. But only a knowledge of the exact 
word can settle the issue. In the sentence, "The woman carried her _ 
outdoors," it is arguable that the missing word names an object customarily 
found out-of-doors, but the argument can never be made conclusive. In 
fact, the reverse can be contended with equal vigor. The problem is that the 
doze deletion has created an artificial ambiguity which causes the subject to 
ckmand too much of the remaining text. He will often be aided by the 
broader context, but not always. 

In sum, it is not enough to infer constraints. The doze subject must then 
judge the strength and distinctness of his inferences and to decide ac­
cordingly whether to lend them credence. And yet even at this point the 
inferential process is not complete. 
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3. Combining Accepted Constraints 

Once the subiect has selected the constraints which bear upon the 
mf'cming of the {kleted word. he must combine them. In so doing, he 
establishes a single category of words having several common attnbutes 
from several categories each defined by a single attribute. The process is 
one of concept building. All concepts arc characterized by attributes which 
serve to define examples of the concept, and as the list of required attributes 
(constraints) is increased, the number of examples which possess all of them 
diminishes. Thus, the value of individual constraints in the cloze task 
becomes clear: the application of each new constraint operates to reduce 
successively the number of acceptable word replacements (i.e., the size of 
the target set). The subject may first infer that the missing word is a noun. 
This is a major logical step in that the number of logical choices is reduced 
by over 50 percent (French, Carter, & Koenig, 1930; Fries, 1952). He may 
further infer that the word names an inanimate object and thus again 
reduce the target set. The more constraints he can combine in this fashion, 
the better his chances of success. At this point, the importance of the 
coordinate-subordinate distinction becomes clear in that subordinate 
constraints have been combined a prz"ori. 

The important realization is that conclusions inferred regarding the 
identity of the deleted word can be combined. The truth of this assertion 
follows logically from category theory and mathematically from axiomatic 
set theory. There arc two perspectives possible on the manner of combining 
constraints, and they differ in terms of the degree to which one considers 
the constraints independent of one another. It will be seen that either 
perspective leads to the identification of the same target set. 

First, two constraints may be looked on as defining two sets of words 
which "overlap," such that there is an intersection of words common to both 
sets. The words found in the intersection share two attributes by 
definition - one required for membership in one of the sets and one for 
membership in the other. On the other hand, the words found in the set 
union, but not in the intersection, have only one or the other of these at­
tributes. In the earlier sentence, "His mother named him _ because she 
liked monosyllables," two constraints are inferable, and, accordingly, the 
set of alternatives which meet both of them can be represented as the in­
tersection of the sets of words which meet at least one. The intersection is, 
then, the set of all monosyllabic masculine names, and it is the target set for 
the deletion. 2 

Second, one constraint may be looked on as defining a proper subset of 
the set determined by another constraint. That is, the set of words delimited 
by one constraint may be seen to contain only words previously identified by 
another constraint. One begins with a single inference and its word-

20wing to individual differences in memory content and passage interpretation. the 
target set will actually \;ny with the subject. \lVhile logic may o( la~ionally make possible 
certain "absolute'" pronouncements like the one ahove. the matter is in realit\" much more 
complex. 
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S<'t - say, the set of all masculine names - and uses the second constraint to 
locate a subset of the first -viz., those masculine names which happen to 

consist of one syllable. No consideration is given to monosyllabic words 
which are not masculine names, as it was in the previous case. The contrast 
between these viewpoints is portrayed in Figure a, where t"iements bounded 
by the broken line are considered only from the first perspective, in which 
the intersection of two sets is seen rather than a subset of one. 
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because she liked monosyllables. 

It is difficult to imagine a set of functional constraints which can be 
viewed in only one of these ways. When one constraint is implied by 
another, as in the example of the French city, it is, of course, only possible 
to view their combination from the second standpoint above (since there are 
no French cities which are not also in Europe). But since only the narrow 
constraint is functional, it is assumed that the reader will discard the first 
rather than attempt a formal (and pointless) combination. The important 
principle is that the target set which is ultimately defined will be the same 
regardless of how the combinative process is viewed. 

Insofar as the nature of the target set is concerned, an important variant 
remains to be considered. Actually, it rart"iy, if ever, occurs in rational 
prose, but its implications are far-reaching. This is the case in which two or 
more constraints define sets of words without a mutual intersection. That is 
to say, no word exists which possesses the attribute required by each in­
dividual constraint. From the sentence, "Socrates plugged in his electric 
_," two inferences follow which are seen to be contradictory. The deleted 
word names an object available to Socrates, and it also names an object 
which makes use of alternating current. Since nothing possesses both of 
these attributes, the sets of words corresponding to them are disjoint (Figure 
b). While this circumstance is not historically acceptable in normal 
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discourse, it serves to describe what at times is an analogous situation in the 
mind of the doze subject. If he is aware of the constraints and simply 
call1lut geIlCIale a wUld ftulll whal he well knows to be the t~rget set, his 
positiun is no different from the ant' ahovt'. Tht' fort'ignn who rcads "I Ie 
lives in _ Diego" may suspect that the missing word is part of a place name 
ending with Diego, but his lack of familiarity with American geography 
may prevent his being able to generate the one-element target set, (San). 3 

J. Anderson (1972) found that the doze scores of subjects in the process of 
learning English as a second language are not significantly improved when 
synonyms are counted correct. This result suggests the economy with which 
new speakers acquire words- they cannot readily afford the luxury of many 
alternate terms. When a word must possess a number of attributes, there 
may simply be none available to the foreign subject whose vocabulary is 
impoverished to begin with. It is reasonabie to suppose that vocabuiary 
deficiencies in native speakers can likewise lead to the production of an 
empty target set. 

b 

Aegean 

Athens 

PLato 

hemLock 

scron 

Parthenon 

tree 

Xanthippe 

Objects 
available 
to Socrates 

earth 

iron 

razor 
oven 

SalL' 

ski"l"let 

caLcuLator 

Socrates plugged in his electric __ 

But without regard to such limitations in the reader, it may be seen that 
in normal writing constraints tend to be complementary rather than 
contradictory and are combined to define nonempty target s('ts. The last 
example serves to illustrate the possibility that such a set may contain only 
one element. Without involving a set-theoretic analysis. Taylor and 
Waldman (1970) designed such items as "unique." It is not true, however, 

3lt is interesting to note that there are two constraints operating ill thi, sentellce. The 
word Diego does not of necessity imply the place name: consider "Zarro's real name was_ 
Diego." the deleted word being Don. 
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that any logical difference exists in how the target set is defined. The fact 
that it contains only one word is a quantitative distinction, not a qualitative 
one. 

4. Determining the Target Set 

To identify and combine the characteristics necessary for set mem­
bership are sufficient to define a set. But to determine a target set from 
linguistically inferred constraints does not follow quite so directly. The 
problem is one of imprecision. The inferred attributes required of all words 
in the target set are apt to be vague or relative. In some cases, these at­
tributes are sufficiently precise to test any candidate word for set mem­
bership, but in many others they are not. In the earlier example, "The 
woman carried her _ outdoors," it is reasonable to infer that the target set 
must include only words which name objects conveyable by a woman. But 
although a valid inference, the resulting conspaint is imprecise as a 
defining characteristic. For example, would disk be excluded from the 
target set? Clearly, there are certain women capable of carrying certain 
desks. The issue is relative to the weight of the desk and the strength of the 
woman. Relative characteristics were a particular problem for Aristotle in 
his own attempt to explain categorization (see Categoriae), and they appear 
to be a difficulty inherent in language. Lakoff (1972) has re-emphasized the 
matter of what he terms "fuzzy" categories, and he has especially noted the 
tendency of relative adjectives to result in fuzziness-e.g., the set of all large 
men. 

For the c10ze subject, this phenomenon can be turned to an advantage. 
By broadly interpreting "fuzzy" constraints, he is able to increase the size of 
the target set at such times as he may have difficulty generating a word 
meeting all of the constraints (i.e., as he initially conceived them). Con­
versely, by narrowly defining "fuzzy" constraints, he is able to restrict the 
size of a target set which offers many alternatives and at the same time 
guarantee a "safe" choice. 

Of course, this sort of adjustment is inconceivable with the precise 
defining characteristics required in mathematics or in logic. But the c10ze 
subject is not often confined by such precision. Byerly (1973) has un­
derscored the advantage one has in the ability to interpret flexibly con­
straints which are linguistically vague: 

A set is well defined only when we can determine whether any 
definite entity is or'is not a member of the set. In natural language 
vague indications may serve a purpose. It is not always possible to 
draw distinctions precisely. Nor is it always convenient, as when we 
tell someone to "put the package dmvn somewhere over there." (p. 
329) 

On the other hand, it is not difficult to see how vague constraints can 
pose problems, especially time problems, for the c10ze subject. It is enough 
at this point to observe the possibility of ill-defined target sets and the fact 
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that cloze subjects must somehow deal with them. At stake is the crucial 
distinction between target and nontarget woros. and it may be that a 
weakness ill boundary u)f\lIiLutl'~ to the ~lIcllgth of the idea that subjects 
search withiIl Illelllory .1 "target" set which includes words subsequently 
deemed unsuitable (sec Kaplan. Carvellas, & Metlay, 1971; Tuinman, 
1972; McKenna, 1977a). 

The cloze subject's ultimate goal of generating the one word actually 
deleted requires that he first establish target set boundaries which 
correspond to those conceptualized by the author when he selected the 
word. The relationship can therefore be studied from a set-theoretic 
perspective, from which it can be generalized that the overlap of the two 
target sets (i.e .. writer's and reader's) is one determiner of the subject's 
success. McKenna (1977b) used a set-theoretic approach to study the 
relationships among intended, expressed, and reconstructed meaning in the 
writer-to-reader sequence. It would appear that the cloze task is a special 
case of those general considerations. 

5. Summary 

On the basis of context, inferences must be made. accepted. and 
combined concerning the meaning of the missing word. The strength of 
such conclusions must be judged and limits set as to the probability and 
suitability of individual words. All of this is not to say, however, that these 
steps occur in a rigid sequence or that they proceed at all times under the 
conscious direction of the subject. The attempt has been to describe certain 
events which must take place, at least in effect. if a successful response is to 
be generated. It is important to observe that simply because inferential 
thought is not verbalized (as it has been in these pages) does not imply its 
absence. 
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BRINGING CHILDREN AND 
BOOKS TOGETHER 

Mary Jane Gray 
LOYOLA UNIVERSITY 

The author of good children's books devotes his talents to creating new 
worlds into which continuing generations eagerly seek entrance. How can 
teacher help children to discover these new worlds? It has been said that in 
order to help children develop an interest in reading and a desire to read, 
the classruum teacher must be familiar with children's books. Much of the 
literature dealing with the teaching of reading seems to indicate that 
capitalizing on interests is a relatively recent practice, however, a glance 
back to the sev('nteenth century demonstrates that at least one individual 
w0uld have been an ardent advocate of this procedure. 

John Locke pr('sented definite ideas on how children should be taught to 
read. 

When by these gentle ways he begins to be able to read, some ('asy, 
pleasant book should be put into his hands, wherein the en­
tertainment he finds might dr~w him on (Meigs and Others, 1969, 
p.54). 

His comments sound remarkably similar to r('commendations being 
made today. 

In all reading tuition the first aim should be to produce children and 
adults who want to read and who do read: the second aim should be 
to help them read effectively. If the second aim is given priority, it is 
probable that the first aim will never be achieved. In other words, 
neither recreational nor functional reading can be expected to be 
the ('nd product of extended intensive instruction in reading skills. 
Reading must consist of recreational and functional activities from 
the very beginning (McK('nzie in Williams, 1976, p. 53). 

Contrast these recommendations with Bettelheim's (1976) comments 
about the reading materials used to teach reading today. He believes that 
meaningful reading rarely enters the life of a child before third grade and 
by third grade th(' child's basic reading attitudes are fully established. He 
goes on to say our primers offer no meaning to children, and strongly urges 
that meaning be placed at the beginning of reading instruction, for this is 
the purpose of reading - to find meaning (7). 

Is it possible to build a good reading program which capitalizes on 
children's interests? A firm, "Yes!" is the answer to this question. One way to 
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capture their interest is by reading to the children as a part of the regular 
school day. An example from my elementary school teaching experience 
demonstrates the ease with which this may be accomplished. 

A short period each day was devoted to reading to my second grade 
students. One of the authors most enjoyed by this class was Eleanor Estes. 
Several of The Moffat books were read to the group. Although these were 
children enrolled in a suburban school and about as far removed in actual 
setting and experience as they could be from the children in the stories, they 
could not wait for the chapter to be read each day. The feelings and ac­
tivities of the Moffat children are universally found in each generation. This 
is one of the qualities which helps to ensure that a book will continue to be 
popular with children for years. 

My own class of college student teachers have been required to spend a 
short period each day n'ading to their students. In one of these classes the 
student teacher found seven children who did not speak much English. The 
book she chose as the first one to read to the group was one of the Frances 
books by Russell Hoban. Only one little girl did not pay attention at first. 
By the middle of the story her interest had been piqued, and by the end she 
was up with the rest of the group at the teacher's end of the table looking 
over the top of the book to see what the teacher was reading. 

In addition to acquainting the children with some of our literature, they 
also profited from these sessions in other ways including developing 
listening skills, increasing vocabulary, and becoming acquainted with 
various language patterns. 

A second way to capture interest is to provide for children the op­
portunity to choose and read books in which they are interested. For this 
purpose the school library should provide picture books, story books, and 
informational books along with the opportunity for children to come 
frequently to the library to make their selections. The librarian can also 
play an important role by scheduling storytelling sessions for teachers and 
their classes. 

The argument that the core of the reading program must be based on 
skill development is not a sound one. Huck supplies the best counter­
argument. 

One of the best kept secrets in education is that children learn to 
read by reading. Most teachers overteach the skills of reading to the 
detriment ?f reading practice and enjoyment. Many primary 
teachers spend over half of their day teaching children how to read 
without ever giving them the opportunity for reading (1976, p. 600). 

A second argument that there have not always been good books 
available can also be disproved by an examination of children's books, 
many of which were attainable early in our country's history. Just a few of 
the categories-- adventure stories, humor and fantasy, family stories, 
historical fiction and history-- provide ample evidence that there has always 
been something to appeal to each child's tastes. 
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Adventure 

One of the tales which was intended for adults, but which was enjoyed 
by children wa~ Pilgrim's Prugress. It i~ all allcgUlY whidl dl"~lIibl"~ lilt" 

Christian soul on its journey to cvl'lbstillg life, out childrelJ enjoy it as a 
good adventure story. 

A second book written for adults, but once again enjoyed by children 
was Daniel Defoe's Robinson Crusoe. It, too, is an allegory, but the theme 
of it, man against nature, appeals to the adventurous spirit in all children. 
The story blended fact and fiction into an enticing tale that stimulates a 
child's imagination. 

The third book which was written for adults and taken over by children 
was another adventure story, Gulliver's Travels. It is an allegory which 
again combines adventure and suspense in a fictional setting. It is similar to 
Robinson Crusoe in that it deals with shipwreck and survival, but unlike 
Robinson Crusoe it deals with more than man's struggle with nature; it 
deals with man's struggle with man, 

Howard Pyle's 1883 publication, The Merry Adventures of Robin Hood 
of Great Renown, in Nottz"nghamshire, continues in popularity at least 
partially because Pyle based his theme upon a struggle that all children 
understand, the struggle between good and evil. It contains some historical 
and geographical facts concerning medieval England, yet these are woven 
into a fabric of adventure and fiction which fascinates children. 

Pyle expressed very well the impact that a good book has on young 
readers. 

In one's mature years, one forgets the books that one reads, but the 
stories of childhood leave an indelible impression, and their author 
always has a niche in the temple of memory from which the image is 
never cast out to be thrown into the rubbish-heap of things that are 
outgrown and outlived (Nesbitt in Meigs & Others), p. 287 from 
Abbot, C. Howard Pyle: A Chronicle. New York: Harper, 1925. 

Humor and Fantasy 

In 1865 Lewis Carroll's Ahce's Adventures in Wonderland appeared. 
This story was first told to children for their entertainment before it was 
written. It is a story of adventure filled with many improbable characters 
and situations, Perhaps it was one of the first stories with no other purpose 
than that of entertainment. 

The Tale of Peter Rabbit developed out of a letter written to an ill 
child, The small size of the book and the very delicate and small 
illustrations done by Beatrix Potter are extremely well suited to children's 
taste. It seems strange when one considers the fact that this book has 
continued in popularity for seventy-five years that initially it had to be 
printed at the author's own expense. 

Another book not favorably received at first was Kenneth Grahame's 
The Wind in the Willows. This book had its origin in bedtime stories 
Grahame told to his son of a water rat, a mole and a toad, 
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C. S. Lewis wrote the first of the Narnia series: The Lion, the Witch, 
and the Wardrobe; in 1950. It was followed by six other books. From the 
first trip through the back of the wardrobe to the Land of Narnia, children 
are held spellbound by Lewis's stories. 

Stories of Fa mily Life 

Henry Steele Commager wrote in the Introduction to A Critical Hlstory 
of Chz1dren 's Literature: 

... Young Louisa Alcott, the spinster who never really understood 
children, and who wrote perhaps the greatest book to come out of 
the New World ... Those little women of Concord have gone all 
over the world, they have gone into the hearts of children 
everywhere, giving them a feeling for America that nothing else 
gives in quite the same way. 

Little Women is indeed an outstanding book. Alcott possessed the 
ability to make characters who live for the reader. She provided for children 
what they seem to want and need. 

The Little House Books give to children a picture of life in an earlier 
time. Wilder's stories which contain an account of the life of the Ingalls 
family are very realistic. Although they were not written until the author's 
late middle age, they are very accurate. Details of life during those early 
times and in such a different setting from that familiar to today's children 
make these extremely appealing to young readers. Laura Ingalls Wilder, 
like Louisa May Alcott, was able to impart to children the feeling of love 
and security found in a strong family unit (Fisher, 1975). 

Hlstorical Hction and Hlstory 

Allan Wheeler (1971) summed up very aptly the values of using trade 
books in the classroom . 

. . . Good trade books breathe life into people and plan's ... 
Factual material will never be able to present the joys, sorrows, and 
problems of other times and people ... 
The quality of writing and the beauty of the illustrations in good 
trade books will recreate the charm and lifestyle of other times and 
places. From such quality literature children can build a mental 
pool of experiences lost to them through purely factual reading 
materials. 

Historical fiction is of great benefit in helping children to understand 
and appreciate history. It goes beyond the factual presentation found in 
textbooks and brings events and people to life for the reader. 

Using information she had found for her biography of Paul Revere, 
Esther Forbes wrote Johnny Tremain which is very true to life. "It actually 
is a fictional study of the Boston Tea Party and the events leading up to it 
(Fisher, p. 162)." 
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Hendrick Van Loon's The Story of Mankind was the first Newbery 
winner. It, too, did more than present facts; it truly made history real for 
the reader. 

Only a f('w of th(' v('ry wt"ll known children's books have been included 
here. Even that small sample provides evidence that there have always been 
books which hold great appeal for children. The teacher's task is a two-fold 
one-to become acquainted with books for children and to see to it that 
children and these books are brought together as a regular part of the 
school day. To do this is to provide the key to the new worlds to be 
discovered in books and through such discovery reap the rewards to be 
derived from reading so well described by Arbuthnot. 

Books are no substitute for living, but they can add immeasurably to 
its richness. vVhen life is absorbing, books can cnh~nce OUf sense of 
its significance. When life is difficult. they can give a momentary 
relief from trouble, afford a new insight into our problems or those 
of others, or provide the rest and refreshment we need. Books have 
;:tlways been a source of information, comfort, and pleasure for 
peoplt" who know how to use them. This is as true for children as for 
adults (Arbuthnot & Sutherland, 1977, p. 4). 
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THE SCIENCE OF READING 

John D. Stammer 
UNIVERSITY OF TOLEDO, OHIO 

Those who teach children to read are continually seeking answers to 
several questions that wilY improve their approaches to helping children 
learn. 

"What is the best method of teaching reading?" 
"What is the best curriculum for teaching reading?" 
"\-Vhat is the best organizational plan for teaching reading?" 

Unfortunately (or perhaps fortunately) teachers usually discover that 
there is no best method. or curriculum, or organizational plan. There is 
instead a process that works for them as individuals and, critics of reading 
notwithstanding, most teachers do a commenda ble job of teaching children 
to read. Still, it might be worthwhile to offer a different perspective on the 
art of teaching reading that can assist teachers in their quest for Im­
provement. 

"SCIENCE" IS a useful acronym that can be used to evaluate any 
reading program. It stands for success, curiosity, interest, enthusiasm, 
nurture, challenge and enjoyment. "SCIENCE" can be used to monitor and 
assess your own program whether it is traditional or eclectic. 

Do children have a feeling of SUCCESS,'? Glasser (1965) has correctly 
pointed out that what children learn by failing is how to fail. It follows 
then, that successful experiences can facilitate the learning process by 
shaping attitudinal values in a positive manner. It is conceivable that a 
program the teacher perceives as successful does not encourage fedings of 
success by the student. The probability though is that teacher perceptions 
of whether children ted succe~'iful arc somewhat accurate. The value iII 
assessing a program from this perspective then is in determining rdative 
nature of the success. Programs that marginally foster successful attitudes 
in the child need to be examined to find where they might be improved. 

Is their CURIOSITY aroused.'? A strong basis for learning is the ability 
to build on experience, but when what the child is expected to learn is 
already known, little curiosity is generated. It may be true that children 
come to school full of curiosity but it seems true also that this curiosity is 
severely diminished after a brief period. 

Does the program maintain a high INTEREST level? Like curiosity, 
interest in what is being undertaken should be high and should stimulate 
the interest of children. Certainly there may be times when material to be 
discussed is mundane, but a critical look at such material often permits the 
teacher to present it in an inventive and imaginative manner. To 
paraphrase McLuhan, a dull medium likely means a dull message. 

Do children feel ENTHUSIASTIC about reading.'? Several months ago. 
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I heard a prominent reading person suggest that what is important in 
reading is that children learn the skills and that it is of no consequence 
whether or not children enjoy the act of reading. Such a position is without 
merit from my point of view. Certainly we learn, perhaps master, a number 
of skills throughout life but those skills we utilize are used because we value 
them and are enthusiastic about them. Those skills we do not value fall into 
disuse and get rusty. It does not seem unreasonable to suggest that people 
who do not enjoy or value reading read less well, certainly less frequently, 
than those who are enthusiastic about the activity. 

Each of the acronym words build on the other and excepting nurture 
and challenge for a moment, lead to the final question: Do children really 
ENJOY the process.'? Encouraging and building on success can help students 
maintain their curiosity, interest, and enthusiasm for reading. Elkind 
(1975) speaking of early reading mentions the" ... dull and unrewarding 
process of learning to read" (p. 36). Learning to read, reading itself. need 
not be a dull process and certainly not an unrewarding one. Simply 
speaking, when we enjoy some activity, we tend to repeat it. It seems this 
should be a primary reading goal. 

Including the elements of nurture and challenge in the acronym is 
important. No philosophy can be predicated on the suggestion that all one 
has to do is provide a climate conducive to learning. Therefore, the 
questions: Are you NURTURING growth in reading? (and) Does the ac­
tivity proVl'de a CHALLENGE.'? are important ones. Nurturing growth is an 
integral part of any program but when one focuses on the attitudes of 
children there may be a tendency to ignore this aspect. The idea of making 
things fun or enjoyable should not presume that activities must be within 
the child's level of mastery. A challenge must be present, an activity that the 
child is willing to undertake. Previous success in exploring unknown 
elements can encourage continued effort to master something new thereby 
promoting growth and nurturing the ability to read. 

The following checklist might be an effective self-assessment device to 

look at your own reading program. 

A PROGRAM VALUE CHECK-LIST 

1. Do kids have a feeling of Success? 
2. Is their Curiosity aroused? 
3. Does the program maintain a 

high Interest level? 
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4. Do the children feel Enthusi­

astic about reading? 
[). Are you Nurturing growth 

in reading? 
6. Does the activity provide a 

Challenge? 
7. Do children Enjoy reading? 

If you have a series of checks below the four or five category, it does not 
mean that your program is poor. It does suggest that children may not be 
building very positive attitudes about learning to read, or valuing the skill. 
It would seem warranted then that teachers who objectively rate students' 
attitudes somewhat low conduct programs tvat would likely profit from 
modification. The change might be curricular, methodological, or 
organizational, possibly a combination of these strands. Junking a program 
is not the point, facilitating the improvement of an existing pmgram is the 
goal. 

SOME SUGGESTIONS FOR HOW-TO 

SUCCESS: 

-Shape questions and actIvItJ('s to individual abilities, enhancing the 
probability that a specific child will be able to respond successfully. 

-Accentuate those positive accomplishmentsofthe child. 
-Keep and share with the child a record of learning growth. 
- Design group work that permits children to use their particular strengths. 
- Encourage peer tutoring. Children typified as less able probably have 

skill strengths they can share with others. 

CURIOSITY: 

-Keep up to date on the interests of children and attempt to gear activities 
to those interests. 

- Indica te the idea of "finding out more" about a topic, and provide the 
man">rials to undertake such activity. 

- POSf' questions that encourage thought rather than a predictable answer. 
- Maintain classroom displays: gadgets, collections, puzzles and similar 

stimuli childrf'n can explore. 
- Have a wealth of children's literature availa hie and use some time to read 

aloud to chilclrf'n from such material. 

INTEREST: 

- Depart from tll{' traditional reading circle organizational approach and 
f'ncourage children to read about thf'ir interf'sts. 

- Exhibit curiosity ahout the child's interf'st and be receptive to that in­
terest. 

-Search for added topical materials that can hf'lp to maintain intf'rest. 
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-- Locate resource persons who might stimulate and encourage interest in a 
topic. 
- Attempt to end activities on a high note, before interest ebbs. 

ENTHUSIASM: 

- Exhibit personal enthusiasm for the topic at hand. 
- Provide intangible rewards such as compliments, growth charts, and 

communications to parents. 

NURTURE: 

-Know the instructional level of each child and provide opportunities 
within that frame. 

- Identify particular skills whose mastery provide a demonstrable ad­
vantage to the child. 

CHALLENGE: 

- Encourage the child to venture into the unknown to explore some new 
aspect of the topic. 

-Design materials that begin at the child's mastery level and progress to 
more difficult stages. 

- Provide materials that are related to areas of interest, but are unfamiliar 
to the child. 

ENJOYMENT: 

-Develop a classroom environment that children look forward to being 
part of. 

- If the task, whatever it might be called, is busy work junk it. 
- Progress toward an organizational approach that is flexible. 
- Vary the curricular and methodological approaches used In the 

classroom. 
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TEACHERS' 
CHILDREN'S 

PERCEPTIONS OF 
READING MISCUES 

Dr. Duane R. Tovey 
THE OHIO STATE UNIVERSITY 

Many journal articles, scholarly reJXlrts and books have been published 
regarding miscues and the predictive/ communicative nature of the reading 
process. Few teachers, however, seem to be aware of these more recent 
research findings which hold highly significant implications for instruction. 
How many teachers are aware of the predictive/communicative nature of 
the reading process? How do they feel about reading behavior that does not 
process each word in a precise exacting manner? Unless teachers are aware 
of such concepts and incorJXlrate them in their teaching, research efforts 
become inconsequential. 

The purpose of this study, therefore was to determine teachers' per­
ceptions of children's miscues. That is, when teachers from a given school 
district observe children's miscues, to what degree do they accept those that: 

Are syntactically and semantically acceptable? 
Reflect dialect differences among readers? 
Share graphic and/or sound similarities with the text but are 

not syntactically and/or semantically acceptable? 

To generate data related to these questions the following procedures 
were used: 

1. A survey instrument was constructed containing 60 miscue items 
related to the questions referred to in the purpose statement of this study. 
Each item included a sentence of text followed by a miscue sentence 
representing the way a reader might have read the tt'xt. For example: 

Text: Cry all you want to. 

Child 
Read: Cry all you want. 

The miscues used in the survey instrument were not obtained from 
readers especially for this study but were patterned after observed responses 
reported by Goodman and Burke (1972). 

2. After reading each item, teachers were asked to judge the ac­
ceptability of miscue sentences by checking one of three columns entitled 
"Acceptable Reading Behavior (Okay)." "Unacceptable Reading Behavior 
(Not Okay)," or "Sometimes Acceptable Reading Behavior (Sometimes 
Okay)." 

3. The survey instrument was sent to the 94 elementary teachers, grades 
one through six, in a local school district adjacent to a midwestern city of 
55,000 people. Sixty-one teachers (65%) voluntarily completed and 
returned the survey. 
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4. The data was categorized and analyzed according to the questions 
asked in the purpose statement of the study. 

The remainder of this article is a discussion and explication of the 
findings of this study followed by questions of implication. 

Do Teachers Accept Miscues That Are Syntactically 
and Semantically AccePtable.~ 

For purposes of analysis. the four miscue types given in Table 1 were 
prioritized starting with those miscues teachers found most acceptable 
proceeding to those found least acceptable. 

TABLE 1 

Percentages of Teachers Who Judged Syntactically and 
Semantically Acceptable Miscues as Acceptable. 

Type 
of 

Miscue 
Items 

Contractions or 
Word Order 

Additions or 
Deletions 

Substitutions 

Tense Changes 

Averages 

Unacceptable or Sometimes Acceptable* 
According to Type and Number 

Number Percentage Percentage 
of of Teachers of Teachers 

Miscue Who Judged Who Judged 
Items Miscues as Miscues as 

Acceptable Unacceptable 
Reading Reading 
Behavior Behavior 

(Okay) (Not Okay) 

3 77 4 

7 53 18 

11 50 18 

3 38 24 

55 16 

Percentage 
of Teachers 
WhoJudged 
Miscues as 
Sometimes 
Acceptable 
Reading 
Behavior 
(Sometimes 

Okay) 

19 

29 

32 

38 

29 

*Syntactic acceptability refers to language that is grammatical- sounds like 
English; semantic acceptability refers to the meaning aspect of 
language ~ makes sense. 

The first category in Table indicates that when the only difference 
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between the text and the miscue sentence involved the use of contractions 
and word order, 77% of the teachers responding accepted such reading 
LclldViul. These miscue~ did not seem to alter meaning to any detectable 
degree. 

Table I also shows that fewer teachers (53%) accepted miscues in­
volving the addition or deletion of words than they did the first type of 
miscue listed-probably because the addition or deletion of single words 
seemed to change meaning more than contractions i;lnd/ or word order 
miscues did. 

When miscues involved substitutions, Table I shows that only 50% of 
the teachers responding accepted such reading behavior. This, again, 
probably indicates teachers' sensitivity to the apparent increase in the 
difference of meaning between the text and this type of miscue and the first 
two types listed. 

The last type of miscue found in Table I included three items involving 
tense changes (N = 3). Miscues with tense changes were accepted as ap­
propriate reading behavior by only 38% of the teachers responding~ again 
probably due to the degree that such miscues vary from the meaning of the 
text. This type of miscue seemed to change the meaning of the text most of 
all, even though such changes would probably not constitute significant 
differences in most contexts. 

In summary, it would appear that most of the teachers responding 
(55%) accepted miscues which were syntactically and semantically ac­
ceptable to the degree that they did not deviate from the precise meaning of 
the text~· assuming standard usage. Table 1 also shows that a significantly 
greater number of teachers checked "Sometimes Okay" (29%) than 
checked "Not Okay" (16%). Why did so many teachers check the 
"Sometimes Okay" column? Did they have linguistically defensible ideas in 
mind or did such choices reflect a reluctance to judge the acceptability of 
such miscues? If teachers were reluctant, why did they feel that way? 
Finally, how do the teachers who checked "Not Okay" (16%) view the 
reading process? Do they think of reading as precisely processing each 
segment of print? 

Do Teachers Accept Miscues That Reflect Dialect Differences? 

The survey items related to dialect were categorized according to the 
four types of miscues shown in Table 2. 

It becomes quite obvious upon perusal of Table 2 that most of the 
teachers responding did not perceive of miscues reflecting dia leet dif­
ferences as acceptable reading behavior. Interestingly, items categorized as 
substandard usage were less acceptable than Black dialect (75% versus 
65%). Substandard usage miscue items included substitutions such as don't 
for doesn't, ain't no for isn't, never for ever and so on. 

The third type of miscue in Table 2 (Irregular Pronunciations) included 
the following four substitutions: pitcher for picture, libary for library, git 
for get, and wit for with (N = 4). Most teachers (59% ) failed to accept these 
pronunciations as appropriate reading behavior. 
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TABLE 2 

Percentages of Teachers Who Judged Miscues Reflecting 
Dialect Differences as Acceptable, Unacceptable 

or Sometimes Acceptable According to 
Type and Number 

Type Number Percentage Percentage Percentages 
of of of Teachers of Teachers of Teachers 

Miscue Miscue Who Judged WhoJudged Who Judged 
Items Items Miscues as Miscues as Miscues as 

Acceptable Unacceptable Sometimes 
Reading Reading Acceptable 
Behavior B~avior Reading 
(Okay) (Not Okay) (Sometimes 

Okay) 

Substandard Usage 8 8 75 17 

Black Dialect 8 12 65 23 

Irregular 4 11 59 30 
Pronunciations 

Other Dialects 3 26 40 34 

Averages 14 60 26 

The final category of Table 2 (Other Dialects) included only three 
survey items (N = 3). These miscues included soda for pop, idear for idea 
and strenth for strength. Forty percent of these teachers judged such items 
as unacceptable, while 26% approved of such reading behavior. It is 
surprising that after the apparent status attached to the late Pn"sident 
Kennedy's pronunciation of idea (idear) that 56% of the teachers 
responding failed to accept that particular miscue item as acceptable 
reading behavior. Maybe is was perceived as appropriate speech but 
unacceptable reading. 

The data in Table 2 clearly indicate that most of the teachers 
responding did not accept miscues related to dialect as acceptable reading 
behavior (60%). Only 14% accepted such reading patterns. Again, note 
the substantial percentage of teachers (26% ) who checked the "Sometimes 
Okay" column. Why did so many teachers fail to accept or reject miscues 
rdated to dialect? Are these teachers aware of the role a child's language 
and past experiences play in the reading process? 
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Why did the teachers surveyed object so strongly to miscues related to 
dialect? Could it be that such r('ading b('havior is vi('w('d as infnior or 
wrong lather than as d dClIlOllstI dtioll uf the ICddCl'S ullcanny linguistic 
abilities? That is, ill olller fur d dialect reader to dtTivc IIlt'dllillg from 
standard t('xt, he must not only process th(' author's language pattnns but 
seemingly must r('proc('ss them in such a way as to match the language u5'hl 
in his own community. For example, when a child who speaks Black Dialect 
reads, "John went to the movie," he must first process the text according to 
the author's grammar rules and then reproc('ss it according to his linguistic 
rule syst('m resulting in, "John, he went to the movi('." These linguistic 
competencies, how('vn, frequently go unrecognized while such rf:'ading 
behavior is judged unacceptablf:' and interpr('ted as evidence of the nf:'f:'d for 
additional word attack or word rf:'cognition instruction. 

Divergf:'nt language bf:'havior rf:'fif:'cts thf:' traditions and customs of 
particular language communitif:'s and not thosf:' ordinarily rf:'pres('ntf:'d in 
tf:'xts and othf:'r published matf:'rials. Dialects and their rdatf:'d miscues seem 
to reflf:'ct the social isolation and unaccf:'ptability of various socio-f:'conomic 
and racial groups rathf:'r than linguistic incompetf:'nce. Persons within a 
givf:'n social-racial grouping f:'xperience ff:'w communication probkms, but 
their way of liff:', customs and traditions which their language symbolizes 
are oftf:'n judgf:'d unaccf:'ptable by the largf:'r community. It's a matter of 
social accf:'ptability. 

Misconceptions rf:'latf:'d to diakct and reacting, not only prf:'vent children 
from applying their superb language abilities to the task oflearning to read, 
but may also suggest that childrf:'n coming from difft'r('nt language com­
munitif:'s arf:' unablf:' to karn gf:'nf:'rally. 

Do Teachers Accept Mzscues that Share Graphic and/or 
Sound Sz'mz'larities With the Text.? 

Anothf:'r group of miscue items were includf:'d in thf:' survf:'y to detf:'rmine 
if any teachf:'rs Wf:'re emphasizing thf:' visual and/or sound similarities 
between the tf:'xt and miscues to the degwe that meaning was not con­
sidered important. The data indicated that a nf:'gligibk number of t('achers 
(2%) acceptf:'d miscues that did not sound likf:' English (syntactically 
unaccf:'ptable) and/or make Sf:'nse (semantically unaccf:'ptable). However, a 
number of tf:'achers (8%) checked "Sometimes Okay." Arf:' such positions 
df:'fensible or reasonable? Do the teachers responding in these ways vif:'w 
reacling as a communicative process? Most of the tf:'achers (90%), though, 
did not accf:'pt miscues which were similar to the t('xt graphically and/or 
sound-wisf:' but not syntactially and/or sf:'mantically acc(,ptable. 

Subsequent Questions 

What implications do the findings of this study have for rf:'ading in­
struction? Why were the teachers rf:'sponrung so much more reluctant to 
accept miscues that rdlect dialf:'ct differf:'nces than those in keeping with 
standard usage? Why did so many of the tf:'achf:'rs r('sponding ch('ck the 
"Sometimes Okay" column? What clid these tf:'achers have in mind? Arf:' 
they confused? 



rh-307 

This study, as is the case with many research projects suggests more 
questions than answers. The one finding of this study, however, that ap­
pears highly significant regards teachers' negative perceptions of miscues 
related to dialect. Is it possible not to accept children's language and still 
view them as worthwhile individuals? When value judgments are made 
regarding the acceptability of children's language aren't the experiences 
that such language represents also being judged? In turn, don't such ex­
periences collectively represent who the child is? Sociolinguistic questions 
such as these seem to suggest that teachers' negative perceptions of miscues 
related to dialect might have a much more deleterious effect on children's 
feelings of self-worth than on their reading achievement. 

Do teachers' perceptions of miscues related to dialect pertain more to a 
concern for how such linguistic behavior affects students' reading or to a 
subconscious attitude toward divergent life experiences which dialects 
reflect? If the latter is the case will increased intellectual understanding of 
how such miscues function linguistically in relation to the reading process 
change teachers' perceptions significantly? Or will such reading behavior be 
used subconsciously to classify children socially? 

In conclusion, it is hoped that this exploratory study will encourage 
teachers to view reading as a highly complex communicative/language­
processing phenomenon. Such a point of view suggests that most miscues do 
not cause communication problems but constitute legitimate linguistic 
behavior. Miscues emerge as a reader becomes involved in the process of 
predicting the thoughts of an author in light of his own particular thoughts 
and language patterns. Miscues enable a reader to apply his implicit 
knowledge of language (syntax) and his perceptions of his world (semantics) 
to the task of decoding print into meaning. However, if reading is viewed as 
the processing of each segment of print in a precise manner, reading in­
struction will be restricted to "perfect reading" not fully capitalizing on 
children's understandings and implicit language abilities which make 
learning to read possible. 
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DIAGNOSIS-A PART OF 
CONTENT AREA READING 

Martha C. and Earl H. Cheek 
LOUISIANA STATE UNIVERSITY 

One of the major trends in education is that of relating reading in­
struction to the content areas. Middle and secondary school content 
specialists have been asked to incorporate appropriate reading or learning 
skills into their content teaching. Many content sRecialists have recognized 
tb,is need and are attempting to meet the challenge. Much in-service 
education is being provided to assist these teachers. Additionally, many 
state certification standards are requiring that pre-service programs provide 
new content specialists with necessary instruction in teaching reading in 
their content areas. 

Content specialists see their role as that of a teacher of a specific subject 
area. However, it is important that these specialists also become aware of 
appropriate reading skills needed to ena ble the students to learn the content 
material. This concept of relating reading skills to the content areas 
becomes more attractive to the content specialists when they are provided 
practical suggestions which enhance their content teaching. While many 
ideas on ways to relate the content and reading skills are often provided in 
pre- and in-service sessions, little information is provided as to how the 
content specialist is to determine which students need to develop which 
reading skills. These are common questions asked soon after the content 
specialist begins to incorporate the necessary reading skills in the content 
areas. 

In addressing this concern, one must remember that the content 
~p(:'lidlist often teaches as many as 180 students per day. In addition the 
prime concern is. and should always be, that the student learn the content 
material.· Thus, when it is suggested that content specialists become in­
volved in diagnostic instruction, the procedures given must be explicit and 
appropriate to the time constraints of the content specialists. The following 
diagnostic procedures are suggested for use as needed by the content 
specialist. At no time would all of the procedures be used with all students. 
The teacher must use them as appropriate to the situation. 

Obseroatz"on: To use observation techniques as a diagnostic tool, the 
content specialist must use some structured format such as a checklist or 
anecdotal records. The checklist is the easiest and least time consuming for 
use in the classroom. The content teacher can informally observe 
designated students for a few minutes during the classtime over a period of 
days to note such things as 

rate of reading assignments 
understanding of material read 



- skill in oral reading 
- classroom participation in discussion 

desire to read assigned or other material 
- types of material read during leisure time 
- skill in responding to various types of questions 
- ability to recognize new words 
- variety of voca bulary used 
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The observation checklist is a beginning step in determining learning 
difficulties the teacher gains some insight as to which students may need 
further testing or special assistance. Observation, however, is only a first 
step which can be used in arriving at a diagnosis of a reading difficulty that 
hinders the learning of content material. This first step may provide the 
content specialist with sufficient information for adjusting instruction in the 
classroom, determining the need for additional clfssroom diagnosis, or 
requesting a more detailed diagnosis from a reading specialist. 

Simplified Reading Inventory: Content specialists must know which 
students can read the textbook and with what degree of accuracy they can 
read it. Thus an initial step of "trying the materials on for size" is suggested 
to provide the teacher with an idea of the students' reading levels as well as 
their strengths and weaknesses in word recognition and comprehension. 
This procedure may be used in conjunction with the observation checklist. 

The procedure requires that each student read orally to the teacher a 
short selection from the textbook. Following the oral reading, the teacher 
asks some questions over the material. More than one oral reading error per 
twenty words or less than seventy-five precent accuracy in responding to the 
comprehension questions indicates that the material is too difficult. 

Cloze Procedure: Another informal procedure for determining a 
student's reading level as well as diagnosing some possible reading dif­
ficulties is the cloze procedure. A doze test is developed by using the text­
book or other available material which is unfamiliar to the student. A cloze 
test is made and administered in the following manner. 

1. Select a passage of 250-300 words which is on a level that the student is 
or should be reading. 

2. Check the readability level of the passage using a readability formula 
such as the Fry Readability Formula (1977). 

3. Retype the passage. Beginning with the second sentence, delete every 
fifth word. Replace e?ch deleted word with a line - keep each line the 
same length. 

4. Make copies of the test for students to complete. 
5. Direct the students to fill in each blank with words that they think best 

completes the sentences. 
6. When the students complete the task the papers are scored by counting 

as correct only those responses which are exactly as in the original 
selection. 

The appropriate scoring criteria is as follows: 
58% -100% correct I ndependent level 
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(The student can read at this level with no problems.) 
44% -57% correct Instructional level 
(Teacher instruction is needed to successfully read at this level.) 
0% -4;)% correct Frustrationallevel 
(No reading should be done at this level.) 

(Bonnuth. 1968) 

The cloze procedure provides an estimate of the level of the material the 
student can satisfactorily read. There are other diagnostic uses of the cloze 
procedure. I t is a good way to evaluate the students' comprehension. If the 
student fills in the blank with a totally irrelevant word then the teacher can 
be relatively sure that the material is not understood. In addition it in­
dicates whether or not the student uses other words in the sentence to assist 
in figuring out the omitted word. Students who cannot use these context 
clues have not fully developed their reading skills. 

A third use of the cloze procedure is to detennine the extent of the 
students' vocabulary. The teacher may ask the students to list as many 
words as they can think of which could complete the blank. This indicates 
to the teacher those students with a very limited vocabulary who will need 
additional vocabulary study in order to understand content material. 

Utilizing the cloze procedure is a good diagnostic procedure for the 
content teacher since it can be administered to groups of students, thereby 
minimizing the loss of teaching time in diagnosing, and maximizing the 
amount of informa tion gained from an instrument. 

Informal Reading Inventory: Another diagnostic procedure which 
content specialists may wish to use with select students who seem to be 
having much difficulty in reading the content material is the Informal 
Reading Inventory (IRI). An IRI is a compilation of reading selections at 
various readability levels with comprehension questions to accompany each 
selection. This diagnostic tool is administered individually and enables the 
content specialist to determine the student's specific word recognition and 
comprehension difficulties while observing hot h oral and silent reading 
habits. 

Content specialists wishing to use an IRI should ask personnel in the 
school district if a local inventory is available. An alternative is to purchase 
a commercially developed IRI from an educational publisher. Because 
these inventories do not relate to anyone content area. the content 
specialists may prefer to work with the local reading specialist in developing 
their own IRI. 

The IRI is an individually administered test. thus the content specialists 
may use it with only a few students per year. It is advisable that the content 
specialist get specific directions for administration and assistance from a 
H'ading specialist or an elementary teacher who uses the procedure more 
frequently. The IRI is, however, one diagnostic tool which should be at the 
disposal of the content specialist. 

Group Reading Inventory: A Group Reading Inventory (GRI) is a 
procedure by which specific reading skills that are necessary to the concepts 
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in the content area lesson are diagnosed in a group situation. To utilize a 
GRI, the content specialist must first identify the concepts or content to be 
taught during a specified period of time. Then the reading skills which are 
necessary in order to learn these concepts must be defined. With this in­
formation the GRI can be developed. 

The GRI should be used to assess those reading skills necessary to 
learn a certain portion of the content, for example a unit in social studies. 
For each of the identified reading skills, the teacher should utilize three to 
five questions to measure the skills. For example, in a unit on the "Second 
World War: The Pacific Front" the teacher identified the following in­
formation. 

Concept Generalzzations 
- To determine the location of Pearl Harbor. 
- To understand the meaning of the quote 

"I shall return." 
- To understand the significance of the 

Battle of the Coral Sea. 
-To understand the term "unconditional 

su rrender. " 
- To realize the impact of the use of 

the atomic bomb on Hiroshima and 
Nagasaki. 

Reading Skzlls 
- Using the Atlas 
~ .. Interpreta tion 

- Cause-effect relationships 
- Main idea 
- Word meanings 
-Prefixes 
- Drawing conclusions 
- Anticipa ting outcomes 
-- Evaluation 

For each of the identified reading skills, questions such as the following 
may be developed. 

I. Vocabulary Development 

A. Word Meaning: Directions- Turn to page 30. Write a brief definition 
of the term "unconditional surrender." 

B. Prefixes: Directions ~ Turn to page 30. Now that you have defined the 
term "unconditional surrender," what does the prefix un mean? 

I I. Comprehension 

A. Author's purpose: Directions-Turn to page 25. What does 
MacArthur mean by the quote, "I shall return"? 

B. Cause-effect relationships: Directions - Turn to page 28. What is the 
significance of the Battle of the Coral Sea? 
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C. Evaluation: Direction - Turn to page 3l. How important was the 
decision to use the atomic bomb on Hiroshima amd Nagasaki? 

D. Anticipating outcomes: Directions - Turn to page 32. How has tIus 
decision to I1se the atomic bomb in World War II effected present day 
relationships between countries? 

III. Reference Skills 
Using the Atlas: Directions - Turn to the map on page 35. 

Locate the Pearl Harbor Naval Base. 

Thus the student is asked to read specified materials and to respond to 
the questions prior to beginrung the unit. With information as to each 
student's knowledge of necessary reading skills, the teacher can determine 
ways to group to develop the skills and bt:'ttt:'r teach tht:' content. 

The GRI should be administered several t~mes during the year as 
content specialists find it necessary to know the skill strengths and 
weaknesses of their students. In addition, it is necessary to use materials at 
varying levels to assess tht:' skills. Usually the textbook may be used with 
those reading at or above It:'vel, a textbook from a littlt:' lower level with 
those who are two or thret:' yt:'ars below grade It:'vel, and an elemt:'ntary 
textbook for those much below level. Unless this differentiation is made, the 
teacher will not know wht:'thfT the student does not know the skill or just can 
not read the material! 

Criterion-Referenced Tests: The criterion-rderenct:'d tt'St is designed to 
measure what a studt:'nt knows or can do relative to a specific objective. 
These tt:'sts do not compare one student's performance with that of another. 
Simple criterion-reft:'n'nced tests may be dt:'veioped by the tcachfT in 
conjunction with daily class activites. The following procedure may be 
followed: 

1. Specify tht:' objectives or conct:'pts which are to bt:' developed in the 
lesson. This is tht:' same procedurt:' as outlined in the discussion on 
Group Reading Invt:'ntory. 

2. Provide qllc~tions dnd activities which measure the student's un­
derstanding of these ideas. 

3. Set a specific standard that the studt:'nts are expected to achieve to 
indicate. a knowledge of tht:' conct:'pt. 

4. Use thest:' questions and activitit:'s in daily teaching exercises. 
5. Keep a class checklist containing each student's achievement. Usc this 

as a guide for reteaching. 

Content teachfTs are given large classes of students on many different 
It:'vels and are expected to teach the students the concepts related to social 
studies, science, business, or any other area outlined in the curriculum. 
Many of these students have reading difficulties which prevent them from 
learning tht:' content material unless some additional teaching is provided. 
Thus content teachers have been asked to help students learn to read 
contt:'nt material. A major step in providing this type of instruction is to 
know how well the students can read the content material as well as in 
which areas they seem to bt:' having difficulties. The six informal diagnostic 
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procedures outlined in this article will assist teachers in becoming more 
knowledgeable about the specific learning needs of the individual student. 
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The rok of the reading specialist has traditionally been perceived as 
broader in some scope than that of just a remedial teacher. Ideally, the 
reading speciaiist becomes a resource upon which all classlUum teachers can 
rely. Some recent evidence (IRA, 1976) seems to support the assumption 
that this ideal is, at least to some degree, a reality at the elementary kvel. 

Unfortunately, the reading specialist at the secondary level is often 
unable to function in this resource role. Although authorities in secondary 
reading generally advocate this resource role (Robinson, 1975; Karlin, 
1972), the reading specialist in many secondary schools remains cloistered 
in a room, teaching small groups of children five or six periods a 
day. 

This situation is particularly unfortunate in the middle school. The 
middle school student has particular developmental problems in addition to 
problems associated with the transition from elementary to secondary 
school (Fillmer. 1975). Undoubtedly these problems have an effect on 
reading achievement. 

In addition, the middle school itself has a number of organizational 
problems. There is little agreement as to what kind of program the middle 
school should have. Should it be like the high school? Should it be like the 
elementary school? Should it be a combination of both? Should it be a 
distinct program of its mvn? Besides difference of opinion a bout a program, 
there is little agreement as to the grades that should be housed in a middle 
school. Some schools comprise grades 5 through 8; some grades 6 through 
8; some grades 7 and 8; and some grades 7 through 9. Many of these 
schools, of course, are merely junior highs with changed names (Duffy, 
1975). 

Reading programs in middle schools also represent a broad spectrum of 
these organizational patterns and problems. For example, in some middle 
schools housing grades 5 through 8, one can find a traditional dementary 
basal program in the fifth and sixth grades and an absence of any formal 
reading instruction at the seventh and eighth grade levels, In other middk 
schools, children with reading problems are the only ones to receive reading 
instruction, and this is all handled by the reading specialist. These differing 
organizational problems even in the same school coupled with the 
developmental problems of adokscent youngsters combine to make the rok 
of the middle school reading specialist a particularly difficult one. 
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Ev<:>n if th<:> middl<:> school specialist is assigned a resourc(' role, func­
tioning in this mann<:>r is often difficult, Classroom teachers and content 
area teachers often k<:>l threatened by any outside "exp<:>rt" working in their 
classrooms. In some cases, involvem('nt of th<:> reading specialist can be 
facilitated if administrators schedule th<:> r<:>ading specialist to work in 
various classrooms (Cassidy, 1973). More often than not, however, ad­
ministrators are r<:>luctant to utilize this kind of sch<:>duling. Thus, it is left to 
th<:> reading specialists to devise their own m<:>ans of facilitating entry into 
th<:> classroom. 

Annotated Checklist 

One way is to distribut<:> an annotat<:>d checklist to all teach<:>rs describing 
s<:>rvic<:>s that the r<:>ading specialist can perform. Classroom teachers then 
check the services in which th<:>y are interested and return the form to the 
reading specialist. In addition to serving as an excellent entree into 
teach<:>rs' classrooms, annotat<:>d ch<:>cklists s<:>rv<:> other purposes. Certainly, 
the checklist educates t<:>ach<:>rs about r<:>ading in a non-threat<:>ning way. 
Oft<:>n, t<:>ach<:>rs ar(' r<:'luctant to ask questions about reading, fearful that 
they will sound uninform('d or ignorant. Th('r('for<:>, each item in the 
checklist is clearly <:>xplain<:>d in the annotated s<:>ction of th<:> checklist. Also, 
all the items in the checklist are practical in nature. Teachers can read the 
checklist and discov<:>r ways to utilize the wide vari('ty of reading activiti('s in 
th<:>ir classrooms. Finally, activities on the checklist are designed to benefit 
all childr<:>n, not just those students who usually receiv<:> extra help 111 

r<:>ading. 
Figure 1 is a copy of th<:> checklist, and Figure 2 provides a list of 

ref<:>r<:>nces to aid th<:> reading specialist in providing these servic<:>s. Some of 
the items on the checklist and bibliography refer to specific tests, but these 
can easily be replaced with oth<:>rs appropriate for a given situation. 

FIGURE 1 

ANNOTATED CHECKLIST 

Name 
Room Number __________________________________ __ 

Date 

PLEASE CHECK THE AREA(S) WHERE YOU WOULD LIKE 
ASSISTANCE FROM THE READING SPECIALIST 

1. Word Recognition Test 
a. Individual test. b. tak<:>s about 15-20 minutes to administ<:>r to 
each child. c. r<:>sults will indicate specifi'c skills that need to be 
taught (<:> .g., blends, short vowels, etc.). 

--.2. Phonics Inventory 
a. Group or individual test. b. takes about 30 minutes to ad­
mInIster. c. r<:>sults will give you an in-depth analysis of sp<:>cific 
skills that need to be taught. 
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_3. Word Opposites Test 
a. Group test. b. takes about 20 minutes to ad­
minister. c. rcsults will tell you wherc to begin instruction In a 
general way; measures comprehellsioll; will tell you student's in 
structionallevel. 

_4. Spelling Inventory 
a. Group test. b. takes about 20-30 minutes to ad­
minister. c. results will tell you each child's spelling instructional 
level. 

_5. Cloze 
a. Group or individual test. b. takes about 30 minutes to ad­
mInIster. c. results will give you a reading level in a particular 
content area (e.g., social studies, science). 

_6. Standardized Diagnostic Reading Test 
a. Group test. b. takes about two hours to administer; should be 
given in two days. c. results are diagnostic in these areas; auditory 
vocabulary, phonetic analysis and two levels of comprehension, 
literal and inferential. 

_7. Mastery 
a. Group test. b. takes about 30 minutes to adminis­
ter. c. results will tell you if student is ready for the next basal 
reader in a series. 

CURRICULUM 

_1. Newspaper 
a. Group lesson. b. local newspapers delivered to your classroom 
complete with stock lesson plans and activity cards. c. good for 
teaching science, social studies, etc. via newspaper. d. good for low 
students; lots of cutting and pasting activities. 

-----.2 . Ma t erials 
a. High/Interest/Easy vocabulary materials. b. Phonics mate­
rials. c. Comprehension materials. d. Other. 

_3. Directed Reading Thinking Actlvt"tl'es (D.R. T.A. ) 
a. Small group in classroom. b. purpose of D.R.T.A. is to provide 
motivation for critical thinking during reading. 

_4. Enrichment Lessons 
a. Group lesson. b. games and activities designed to reinforce 
vocabulary, comprehension and word study. 

_5, Recreational Reading 
a, Group lesson. b. Reading for enjoyment and en­
tertainment. c. will help organize a program; show ways to 
evaluate and check progress. 

_6. Surviwl Reading 
a. Group lesson. b. Reading beyond the classroom for "survival" 
purposes. c. teachcs students how to read maps, menus, shop 
wisely, etc. 
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_7. T. V. Reading 
a. Group lesson. b. practical ways to teach reading through 
television. 

GENERAL 

_1. Readability 
a. Means of ascertaining the reading level of your content area 
materials. 

~. Skills Management System 
a. Wisconsin, Fountain Valley, etc. b. skills taught in a systematic 
way. c. skills can be incorporated into any basal series. 

_3. Other 
Please list other ways the reading specialist can assist you. 
A. 
B. 
C. 

FIGURE 2 

SOME REFERENCES FOR THE ANNOTATED CHECKLIST 

TESTING 

1. Word Recognition 
Botel, Morton, Botel Reading Inventory. Word Recognition Test (Rev. 
Forms A & B) Chicago: Follett Publishing Company, 1970. 

2. Phonics Inventory 
Miller, Wilma. Reading Diagnosis Kit. New York: Center for the 
Applied Research in Education, 1974. 

3. Word Opposites-Comprehension 
A. Botel. Morton. Botel Reading Inventory Word Opposites Test (Rev. 
Forms A & B) Chicago: Follett Publishing Company, 1970. 

4. Spelling Inventory 
Botel, Morton. Revised Guz"de to the Botel Reading Inventory. Chicago: 
Follett Publishing Co., 1970. 

5. Cloze 
A. Bortnicks, Robert & Lopardo, Genevieve S. "An Instructional 
Application of the Cloze Procedure," Classroom Strategies for 
Secondary Reading, edited by W. John Harker, Newark: International 
Reading Association, 1977. 

6. Standardized Tests' 
Stanford Diagnostic Test. Harcourt-Brace Jovanovich, Inc. Test 
Department, 757 Third Avenue, New York, NY 10017, 1976. Bjorn 
Karlsen, Richard Madden, Eric F. Gardner. 

Mavrogenes, Nancy A. Winkley, Carol K. Hanson, Earl, Vacca, 
Richard T. "Concise Guide to Standardized Secondary College Reading 
Tests" in Classroom Strategies for Secondary Reading. Edited by W. 
John Harker, IRA, 1977. 
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CURRICULUM 

1. Newspaper 
Cheyney, Arnold B. Teaching Readmg Sktl/.<, Fhrough the Newspaper. 
Newark, Delawalt>: IRA, 1971. 

Wilson, Robert M. and Barnes, Marcia M. Using Newspapers to Teach 
Reading Skills) American Newspaper Publishers Association, P.O. Box 
17407, Dulles I nternational Airport, Washington, DC 20041, 1975. 

2. Materials (High/Interest/Easy Vocabulary) 
Spache, George D. Good Readingfor Poor Readers. Champaign, IL: 
Garrard Publishing, 1974. 

3. Directed Reading Thinking Activity (D.R.T.A.) 
Stauffer, Russell G. Directing the Reading- Thinking Process. New 
York: Harpn & Row Publishers. 1964. 

4. Enrichment Lessons 
Forte, Imogene. Frank, Marjorie, Mackenzie. Kids' Stuff, Reading and 
Language Experiences Intermediatejr. High. Nashville, TN: Incentive 
Publications. 

5. Recreational Reading 
Alexander, J. Estil and Filler, Ronald C. Attitudes and Reading. 
Newark, DE: International Reading Association, 1976. 

6. Survival Reading 
Functional Reading: A Resource Guz"de for Teachers. Volumes 1 and 2, 
1975-76. A Publication of the Division of Instruction, Maryland State 
Department of Education, P.O. Box 8717, Baltimore/Washington 
International Airport, Baltimore, MD 21240. 

Cassidy, Jack. "Survival Reading" Teacher) September, 1977, pp. 62-
64. 

7. T. V. Reading 
Becker, George J. Television and the Classroom Reading Program) 
I.R.A. Service Bulletin, 1973. 

GENERAL 

1. Readability 
Fry, Edward. "Fry's Readability Graph: Clarification, Validity 
Extension to Level 17 ,"Journal of Reading) December. 1977, pp. 242-
252. 

2. Skills Management 
The Wzsconsin Design for Reading Skill Development) Minneapolis, 
MN: Interpretive Scoring Systems, 1973. 

In the schools in which this checklist has been used an individual 
conference is scheduled between the reading teacher and the classroom 
teacher after the checklist has been returned. The purpose of this con­
ference is to answer questions and to arrange a time for the reading 
specialist to begin. 

Results from using this checklist have been encouraging. Of the 50 
checklists distributed to teachers in two middle schools, 35 were returned. 
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Most of the teachers requested assistance in testing and enrichment lessons. 
Many of these teachers had been unresponsive to previous overtures from 
the reading specialist. In addition, items on the checklist have served as a 
base for in-service sessions with classroom teachns. 

The Beginning 

Certainly, using the annotated checklist is only the first step in the 
reading specialist's road to functioning as a resource person. Careful follow­
through work with all teachers returning the checklist is a definite necessity. 
However, the checklist does represent a beginning. Perhaps if effective 
follow-up work is initiated, the middle school reading specialist can become 
a meaningful component of the entire school's reading program. 
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PRINCIPLES FOR ESTABLISHING 
EFFECTIVE SECONDARY READING 

PROGRAMS 

Donald C. Cushenbery 
UNIVERSITY OF NEBRASKA-OMAHA 

Due to the fact that over 30 states have now mandated competency tests 
for high school students, there is much general interest across the land with 
respect to the establishment and maintenance of programs which will help 
studems improve basic reading skills. Understand~bly, these programs 
have, and are, taking many forms depending on school finances, leader­
ship, and availa ble time. Unfortunately, in many of these programs there is 
some evidence that reading is treated as a subject and special reading 
te~chers are hired to teach the students who are considered to be "sick" 
readers. Frequently. all of the formal reading program activities take place 
in a single room and content teachers take little responsibility for reading 
instruction as such since they contend that such teaching is being assumed 
by the special reading teacher. 

The purpose of this article is to make recommendations regarding the 
manner in which an effective, viable reading curriculum should be 
established. The items are not listed in any particular priority. 

1. There should be evidence that all content teachers are teaching the 
reading skz"lls which are unique to their particular areas. Reading is not 
a subject such as mathematics or science and cannot be taught apart 
from content subjects. Reading is a body of skills and every secondary 
teacher must see himself or herself as a reading teacher. Particularly 
unique to any content area is the vocabulary which deals with that 
subject. For example. such words as "chlorophyl\''' "photosynthesis," 
and "hydrogen" should be taught by the science teacher as part of the 
regular class session. The skill of understanding and appl)~ng sequence 
of events'should be properly promoted by the social studies and science 
teachers. Critical reading skills such as the identification of propaganda 
techniques should probably be stressed in both of the areas of language 
arts and social studies. 
Reading skills cannot and should not be taught in isolation. Com­
petencies in all segments of reading should be the responsibility of all 
teachers who use printed matter as a tool of instruction. A reading 
specialist should be available to help with those students who have 
severe learning problems and cannot profit from the usual classroom 
instruction. 

2. Meaningful in-service should be provided for all faculty members to 
upgrade their reading instructional skills. Since all faculty members 
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have varying levels of ability with respect to teaching reading skills, a 
careful analysis should be undertaken to determine which teachers need 
help in such areas as vocabulary, word analysis, comprehension, and 
study skills instruction. A list of basic competencies could be formulated 
and each teacher should be helped to determine his or her individual 
strengths. Modules could be developed in each of the areas for use with 
groups of instructors who desire aid in a particular area. Any and all in­
service should be based on the individual and collective needs of faculty 
members. Total group instruction with lecture formats should not be 
emphasized since the instructional needs of teachers tend to vary 
considerably. A continuous plan of evaluation of the sessions should be 
in evidence at all times. 

3. The secondary reading program which is established should be a logical 
part of a K-12 skills and competencies sequence that lS applicable for 
the total school dlstrict. Reading instruction should not stop at grade 
four or grade SlX. Students need help with the important developmental 
skills of such aspects as content clues, use of advan<±d level dictionaries, 
interpretative comprehension levels, and specialized study skills. The 
contents of a well devised school-wide reading curriculum should reflect 
which competencies should be accomplished at the various learning and 
grade levels from K-12. All secondary teachers should be very con­
versant with the elementary skills sequence and develop an un­
derstanding with respect to how they can plan their lessons to help 
students gain competency in desired skilled areas at the secondary 
levels. Some of these skills are unique to certain subject areas whereas 
others are common to all subjects. 

4. All secondary reading programs should make instructional proVlsions 
for meeting the needs of students with widely varying reading abl'hties. 
A survey of reading achievement test results of any large group of 
secondary students indicates that the instructional reading levels of 
students may range from as low as grade four to as high as the university 
graduate level. Because of this condition. no one textbook or common 
mode of instruction will be useful or practical for all students. 
Secondary teachers must make provision for these students by using 
multi-level textbooks; providing modified study guidebooks; making 
various reading and writing assignments; and establishing ability track 
classes for students with very low or very high reading ability levels. A 
special reading laboratory or clinic should be established for use by 
those students who are especially deficient in basic reading skill areas. 
Honors classes and opportunities for enrollment in university classes 
should be made available for those students who are gifted with regard 
to reading skill development. 

5. The costs of the program should be reasonable and defensible for the 
number of students who are served. A careful cost analysis should be 
made of the type of reading laboratory which should be constructed for 
the students who need help in reading skills. Since students learn best 
through the use of techniques and materials representing many learn-
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ing modalities. there should be a direct effort made to provide for a 
wide variety of materials of both software and hardware types. 
Emphasis should he gi\Tn to those aids which arc nonconsumable and 
call bt, used Wilhlll<lIlydiffcll'T1t lypt'~()f."'llIdt'I\I~.llighl()~t h<lIdwcllf' 
items which have very limited instructional objectives should receive 
intensive evaluation. Attention should be given to the low cost 
development of reading skills boxes which may be constructed from 
workbook skill sheets that have been laminated. In all cases the 
materials and teaching tools should correlate with the exact skill needs 
of the students who will use the laboratory or clinic. 

6. A well constructed readz'ng program should receive both periodic as 
well as continuous evaluation to determine if the total offerings are 
producing desired results in terms of student reading achievement. 
Assuming that a list of short-term and iong-term objectives is buiit for 
the reading program. a series of informal and formal devices should be 
utilized to evaluate such aspects as reading competencies of students. 
attitudes of learners. and teacher perceptions of the program. At the 
beginning of the school year an attitude inventory could be ad­
ministf'fed to both students and teachers regarding what they expect 
from an effective reading program. At the close of the school year a 
follow-up instrument could be administered to determine if progress 
has been made with respect to positive changes in attitudes. Pre and 
post reading achievement testing using the Nelson-Denny or some 
similar test could lend data with respect to skill development of 
students. For preciseness in the evaluative process, an evaluative device 
should be listed for each program objective. 

7. There should be ample evidence that there has been some type of 
community involvement in the construction) implementation) and 
evaluation of the reading program. Because the graduates of the school 
system become working members of the local community. the in­
volvement of community leaders in the development and evaluation of 
reading program objectives would seem to be both natural and 
practical. For example. the mandating of competency tests by local and 
state boards of education is a procedure whereby community leaders 
indicate to both students and teachers what reading and language skills 
they think are important and necessary. Parents of students should be 
asked to help to develop objectives in order to insure a close cooperation 
of both the home and school in moving to common goals. There is 
sufficient evidence to support the principle that there will be much 
more support and less criticism of the secondary reading program if 
there is a common understanding among all partics regarding the total 
reading curriculum. 

Summary 

The establishment of an effective secondary reading program which 
serves the needs of students is based on at least seven basic principles which 
are described in this article. All programs should give evidence that (a) 
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reading is trt>ated as a body of skills, not a subject; (b) meaningful in­
dividualized in-service is provided for teachers; (c) reading instruction is 
perceived as a K-12 curriculum; (d) the instruction is prescribed for in­
dividual students based on their instructional needs: (c) the costs of the 
program are logical and defensible; (f) there is continuous program 
evaluation: and (g) community involvement is a part of the development of 
the program. 
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BLACK STUDENTS GET AN 
EDGE IN READING 

Barbara C. Palmer 
Lawrence E. Hafner 
THE FLORIDA STATE UNIVERSITY 

The purpose of this article is not so much to report that minority 
children are having trouble in learning to read all kinds of children are 
for that matter·· but to point out that with the proper kind of instruction 
black children can do as well as other children. Consider briefly the findings 
of a few research studies documenting contentions about the reading 
acquisition problems that numbers of black children have. 

In 1968, Harris, Morrison, Gold and Lerner reported the results of their 
three· year study (CRAFT Project) of primary-grade reacting instruction 
with 2,000 disadvantaged black children in New York City. At the 
beginning of first grade the median reading-readiness score was at the 20th 
percentile on national norms.l 

Downing, et. aI., noted that in a junior high school located in a black 
slum-ghetto section of New York City the mean reading score at the 
beginning of grade seven was 4.8 grade placement. Only 18 percent of the 
black pupils were at or above grade level.2 

In 1970, Lewis, Bell and Anderson found that blacks of junior high ages 
(compared to whites) scored lower in several tests of symbol sub­
stitution -. tests of learning or perceptual-motor speed - and in reacling, but 
higher in the Myklebust Picture Language Story Test.3 The findings of this 
study imply that perhaps the language of black children is not so deficient 
as some peopk think. 

Cohen and Cooper have noted the following about the language of 
black children: 

1. It is the school's hostile atmosphere rather than a lack of verbal facility 
that makes it appear that urban black children are less verbal. 

2. Studies show much (rather than little) verbal interaction in the lower 
class family. 

3. Black English is a sophisticated language system, not an inferior form of 
standard English. 

4. The school's requirement that the child translate from black English to 
standard in order to communicate with his/her teacher results in a 
communication breakdown. 

5. This child's vocabulary is certainly sufficient for initial reading 
acqu isi t ion, 

6. Training designed to improve the oral language of these pupils does not 
affect pm".Tr in reading. 
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7. The few articulation and auditory discrimination problems that exist 
among these pupils can usually be overcome by training.4 

If it is not language that makes the difference in reading achievement of 
disadvantaged pupils, what is it? Is it the instructional materials? Is it the 
methods? Is it the teacher? Bond and Dykstra, in their review of the First 
Grade Studies of the sixties, concluded that the teacher makes the dif­
ference in first grade reading achievement. However, there were indications 
that there are facets such as the desirability of introducing words at a rapid 
pace and encouraging pupils to write symbols as they learn to recognize and 
associate them with sounds that tend to produce children with superior 
word recognition abilities at the end of grade one.5 

Teachers are important, as Bond and Dykstra asserted, but first one 
needs to show what happens to the child who is given systematic, sequential 
instruction by the teacher but not at a rate nor of the type that permits 
mastery of the material before having new material introduced. Second, 
reference will be made to an experimental study that has solved some of 
the problems that have been raised. 

What is happening in grade one to the child who does not progress well? 
( 1) Often s/he is the child who has been started in reading before s/he could 
handle it. (2) Cumulative deficits, so deleterious to self-concept and 
progress in reading, build up under the following all-too-common, non­
mastery conditions: 

New Words in Lesson Number Not Learned Cumulative Deficit 

5 2 -2 

3 2 -4 

4 2 -6 

3 2 -8 

So after only four lessons 8 of 15 words are not learned. It is not very 
long before this child becomes the stigmatized child who doesn't fit, who 
develops a poor self-concept, and who is so non-fluent that s/he cannot fit 
the pien's together to develop any meaning whatsoever. This child needs 
instruction that is meaningful and that is paced so that s/he can handle the 
tasks systematically. 

What happens in grade two? Is the child placed at her/his level? Is the 
child put into materials s/he has some control of what s/he is learning? Is 
the child put into materials that have been shown by research to be ef­
ficacious? The answer to these questions for too many children is "evidently 
not" or we would not have so many children in such din' straits and so many 
older students and young adults who are functionally illiterate. 

There are two definitive pieces of research executed since the First 
Grade Studies to show how black children can learn to read. In 1972, 
Briggs (Palmer) conducted an experimental study among rural disad-
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vantaged black and white children.6 The subjects were first and second 
grade males and females from a rural community in Northern Florida. 

During the three-month period of instruction the experimental group 
used The Sound Readlng Program,7 a set of linguistic programmed 
materials that consists ot a senes of eight work texts ill which decoding and 
comprehension books are odd-numbered and even-numbered. respectivciy. 

The experimental groups worked through the materials sequentially, 
each child at her/his own pace. The control group continued in the regular 
ongoing reading programs. materials including several basal series as well 
as work books. ditto sheets. and some te(lcher-made materials. 

Although there was no evidence found in this particular t'xperiment to 
indicate that the treatment was differentially effective for grade one, the 
study did support the treatmt'nt effect for gradt' two in both compreht'nsion 
and word rt'cognition. The first two salient findings were emphasized by 
Briggs (Palmer) in her original report, but the sig'nificance of the third 
finding had not been underscored prt'viously. The salit'nt findings are: 

1. The experimental group had significantly higher scores on the Sound 
Reading Test: Vocabulary* than did tht' control group (F=8.37, 
df = 1, 73, P <:.01). 

2. The t'xperimental group had higher scores on the Gdmore Oral 
Reading Test (Comprt'hension) than did the control group (F =4.18. 
df= 1,72, P <.05). 

3. In the expt'rimental group. which utilized The Sound Reading 
Program (SPR), there was a significant disordinal interaction of race 
and t'xperimental-control trt'atment (F=4.04. df=l, 72. p<.05). 
Scores on the dependt'nt variable. the Gilmore Oral Reading Test 
(Accurary), were significantly greater for black pupils under the ex­
perimental condition and for white pupils under the control condition. 

In essence. Briggs (Palmer) concluded that The Sound Readlng 
Program was more t'ffective with rural disadvantaged children in tht' 
second grade than was the eclectic method and that black children did 
much better than t'xpectt'd. 

In 1974 Morgan used the same materials as the core reading program to 
teach reading acquisition and reading improvement skills to black and 
white urban disadvantaged youth in a federally financed program in 
Albany, Georgia. 9 The program proved to be cost effective: it yielded good 
results and did so more economically than the programs used previously 
with those students. This exemplary program, so designated by the U. S. 
Department of Health, Education and Welfare, is still in operation. 

Why could the black children in these two studies relate to the ex-

* All 50 words on tlH' SRP Vocabulary Test are found in the Harris-Jacobson 
Vocabulary List 49 on the Core List and one on the Additional List. 8 Since the range at 
instructional materials in the SRP is from pre-primer to grade four. one would expect a 
range of vocabulary difficultv. Ninety percent of the words on the test fell between pre­
primer level and grade four level. inclusive_ The other ten percent were at the fifth and 
sixth grade levels. 
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perimental instructional materials? Careful observations point to the 
followi ng reasons: 

1. The language was not quite so formal as in some programs. 
2. The cartoon illustrations touched their S('nse of humor. 
3. The stories were about real life family and work-a-day world situations. 

The two white families and the black family cooperated in many en­
deavors to improve their families and the community in which they 
lived. 

4. The children could get deeply involved: 

a. They wrote responses and read responses. (Also. the first grade 
studies showed that programs that encouraged people to write 
symbols as they learned them and associated them with sound were 
more effective.) 

b. Contrary to the case in many self-instructional programs, the 
children did not use the materials incorrectly; for example, they did 
not cheat. 

c. The children could move as rapidly as they wanted to. (Remember 
the First Grade Studies that showed the advantage of rapid 
pacing- where children can master the material, too, as they go 
along.) 

5. The experimental methods/materials are psychologically sound: 

a. The pupils learned the construction of the word. 
b. They read through the entire word for cues, not neglecting the 

middle part of the word. 
c. They were able to use context cues and graphophonic cues. 
d. Because of the uS(' of the modified doze procedure in the com­

prehension books, the readers were "forced" to demand meaning 
and, therefore, predict meaning. 

The implications of the research cited in this article for curriculum 
planning are very clear: 

1. There is available psychologically and socio-culturally sound reading 
material that research and hands-on experience show to be.effective in 
teaching reading acquisition skills to culturally disadvantaged - rural 
and urban - black and white students. 

2. Curriculum planners are encouraged to take into consideration in their 
planning of reading programs the findings and conclusions set forth in 
this article. 
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In the contribution which follows, Collett B. Dilworth, Jr., of the 
English Department at East Carolina University, gets to the very heart of 
why literature is taught in schools. He broaches the question of how literary 
study relates to the basic skills, and he ties his rationale in with questions of 
accountability and its handmaiden, competency testing. Probably the heart 
of Dilworth's argument is in his statement, "The student of literature is not 
primarily looking for information, s/he is looking for experience." 

Dilworth defends literature- and by extension all of the other arts in the 
curriculum - on the basis that they "can serve the basic skills by providing a 
very powerful incentive for their mastery." Few would disagree with this 
contention. Certainly the justification for the mastery of basic skills is not in 
the mastery itself, but in the experiences which compet('nce in these skills 
will make possible and would promote. 

Addressing the goals of the literature curriculum has never been a 
simple task in the public schools, and as the demands to perfect "basic" 
literacy increase, this task becomes more problematic than ever. Evidently 
proposals to foster students' literary insight and discrimination, and to 

deepen and broaden their enjoyment of imaginative experience do not seem 
so compelling to curriculum planners as do proposals to treat student skill 
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at discerning context clues and at identifying main ideas. Such an outlook is 
understandable in light of strong new public convictions about the prioriti~s 
of schooling. In some cases, even the students themselves express doubt 
('oncerning the time they speno n'aoing literature, for at the end of their 
curriculum tunnel they see only one thing: a legally mandated competency 
test which has nothing to do with poetry or short stories. 

Language arts educators today thus find that if they are to teach 
literature, they not only must confront the perennial problem of developing 
student interest but must also demonstrate literature's curricular relevance. 
Of course, students who have been "hooked on books" in wide reading 
programs do. by their very reading, manifest the achievement of basic 
reading skil1s. Yet teachers are often not allowed to use such prima Jade 
evidence as proof of curricular effectiveness. "Just exactly what do they get 
from this literature anyway?" a parent and school board member asked me 
once. She was mostly concerned with the pitfalls of studying values, but she 
also wanted me to cite some sort' of explicit knowledge or insight, some 
specifical1y useful awarenes..<; mastered by students of literature in our 
schools. The more I tried to explain, the more nebulous and disappointing 
my explanation became. 

Later we cleared up the matter by examining some papers written by 
high school students who were comparing the values of protagonists and 
antagonists in their literature anthology. The students appeared to have 
become aware of a certain selflessness which tended to characterize the most 
sympathetic heroes. Here indeed was evidence of socially significant insight, 
of specific knowledge. On reflection, however, I find that we should not 
have been satisfied just with social fulfillments of the literature curriculum, 
for literature requires responses quite different from those required by other 
school subjects like social studies and even developmental reading. 

This difference is revealed in the fact that literature is art, and its 
function in the curriculum is devolved from aesthetics not science. The 
student ofliterature is not primarily looking for information, slhe is looking 
for experience. The pedagogic issues faced by the literature teacher, 
therefore, concern the optimum means of eliciting imaginative experience 
and coherent response to this experience, not the optimum means of im­
parting knowledge. And if the literature curriculum is thus seen as one of 
process rather than content, it must also be seen to differ from other skills 
curricula (such as the developmental reading curriculum) in that it fosters 
not the processes of intel1ection, but the processes of exhilaration. 

Where then are we led in our search for literatur(,'s pertinence to today's 
accountable curricula? If we acknowledge that literary exhilaration 
depends at least in part on decoding and intellection, we find ourselves 
drawn to the conclusion that literature can serve the basic skills by 
providing a v('ry powerful incentive for their mastery. Valid literary ex­
periences are available even to the d(,velopmental remedial reader as we 
find in several publishers' materials, especially those of Scholastic 
Publishers. Consider, therefore, how much more comJxlling is the 
motivation of the developmental reader whose imagination has been 
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liberated by literary experience than is the motivation of the developmental 
reader whose imagination has been confined to the seeking of right answers. 

In fact we may find an embodiment of such motivation in the title of 
this journal. The reading student who lacks experience in literature is like a 
person ambling in a closed corridor; he lacks a promising horizon. Surely 
one of the most basic services we can offer our students is to show them the 
way outside, to help them achieve the invigoration of the outdoor traveller, 
to reveal to them the limitless horizons of literature. Surely reading teachers 
who lack this goal suffer from horizons as unpromising as those of their 
students. 



Gaylin, Willard 
Feelings: 

OUT Vital Signs 

BOOK REVIEW 

Eleanor Buelke 

New York: Harper & Row, Publishers, 1979. Pp. xiv + 254. 

Feelings . . . are testament to our capacity for choice and 
learning. Feelings are the instruments of rationality, not -as some 
would have it - alternatives to it. Because we are intelligent 
creatures -- meaning that we are freed from instinctive and pat­
terned behavior to a degree unparalleled in the animal 
kingdom -- we are capable of, and dependent on, using rational 
choices to decide our futures. Feelings become guides to that 
choice. 

In this book, Dr. Gaylin deals with feelings as messages to the cognitive 
processes. As such, they may be used by teachers as an important part of 
learning-- guides to decide and to determine behavior. "fine tunings" 
directing ways of meeting and manipulating environments. Here, for 
purposes of analysis and discussion. he has divided the wide range of 
feelings into three groups: those giving direction toward individual survival 
and the obligations of group living: those serving to warn that there is a 
depletion or malfunctioning of the life resources; and those acknowledging 
a meaning to life beyond mere sun/ivaI. onf' that includes pleasure, 
goodness, and joy. 

llsing t hf'Sf' general categorif's. t he author has organizf'd this text into 
Part I, Signals for Survival: Snving Self and Group; Part II, Caution 
Signals: The Center Is Not Holding; and Part III, Signals of Success: 
Reaching Out and Moving Up. In Part I, he discusses feeling anxious, 
fef'ling .guilty. feeling ashamed. and feeling proud. In Part II, he writes 
about keling upset, feeling tired. feeling bored, feeling envious, and feeling 
used. In Part III, he is concerned with feeling touched (and hurt). feeling 
moved. feding good, and feelings as responses related to the broadn aspect 
of emotions. Throughout the entire book, he maintains the theme that 
feelings, no mattn what kind they are, need not be obstacles to happiness 
and productivity. Rather, if thf'y arf' hef'ded. trusted. and understood, they 
become keys to harmony and pridf' in the whole area of living and crf'3ting 
a satisfying life, for oneself and others. 

In writing about feelings as signals for survival, for self and the group, 
this author provokes thought with some intnesting statements about the 
usefulness of such signals and the significance of their mis-use, or 
corruption. He questions whether one's inner feelings always have 
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legitimate claim to public expression. He suggests that public displays of 
bad temper, foul language, and ill-humor might be forms of littering and 
contamination of the environment. Perhaps, responsibility to the social 
unit, and personal dignity as well, call for a certain evasion and reserve. 
Because the human life is not a predictable, fixed, instinctual life, in­
dividuals must always endure feelings of anxiety for the privilege of 
freedom. Because humans depend upon the social good for survival, guilt 

feehngs become the guardian of goodness to others. Similarly, feehngs of 
shame can be guides to better selves, and insure safety of individuals by 
supporting the group upon which all depend. Because man is capable of 
desiring and appreciating intrinsic rewards,feelings of pride and pleasure 
in achievement support developing independence in the human young, and 
enable them to move toward accomplishments and gratifications of 
maturity that extend "the meaning of human survival beyond the mere 
perpetuation of a biological shell." 

The feelings Gaylin calls caution signals serve as alerting mechanisms, 
as indices of levels of functioning. Feeling upset warns that one is par­
ticularly vulnerable to events that may cause one to lose control. 
Expressions of feehngs of being tired are more likely to refer to a 
psychological state that signals vulnerability to depression than to a purely 
physical state. They may indicate that it is time to strive, to push, to expand 
one's life, to stretch one's potential a little further. Feeling bored is in­
terpreted as a call to action, a rapping for attention to the quality of one's 
life. and for applying the greatest antidote to boredom ~new mastery of 
new learnings. Recognizing feelings of entry alerts one to a situation of 
growing alienation from common purposes and shared joys and 
achievements with others. When the self is used, or given, with pride and 
pleasure, a sense of self-worth is built and enhanced; but, if one's in­
telligence. creativity, companionship, or love should be taken away, or 
exploited by others, without regard for one's person.feehngs of being used 
result. To read this signal accurately requires understanding the context of 
the use. To be of service in the context of love is appropriate and allows for 
generosity of spirit, accompanied by generation of self-esteem. 

The signals for success are largely positive feelings, pointed toward life's 
meaning, not its mere survival. Feeling touched is possible only within the 
frame of reference of human contacts and caring relationships. "People 
need people not simply to survive but to embroider and enrich that sur­
vival." The deeper, more intense feeling of being moved is rdated more 
often to certain events, ~ensations, concepts, and abstractions. It is a 
reminder that beneath the simple experiences of routine existence lie 
symbolic meanings that are the nascence of wonder, elation, and joyous 
encounters with life. There follows. then, the combination of intelligence 
and sensate pleasure, the learning experience. an enlargement of self, 
which yields the specific qualities of feehng good. That "sense of good 
feding. whether exploited for other purposes or enjoyed directly, is the sole 
support of the value of living in this world." 

No student or teacher, no one, lives entirely within the real world. All 
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live in spaces of their own, and their responses to the world they perceive arc 
dominated by feelings. The challenge to grasp the value of these directives, 
to help students understand and trust these signals. thrusts teachers directly 
into encounters which develop their own humanity day- by-day in their 
work. 

Feelings are internal directives essential for human lik. In 
addition, and not just in passing, they are their own rewards. They 
are the means and the ends. All goodness and pleasure must be 
ultimately perceived in the realm of feelings. It is in the balance of 
small passions of daily existence that we measure and value our 
lives. 



QUICK REVIEWS 
R H Staff 

Classroom DisClpline: Case Studies and Viewpoints by Sylvester Kohut, Jr., 
and Dale G. Range. Published by National Education Association, 
Washington. D.C., 1979, 112 pp. 

This book is presented in two vastly different parts. The first fifty 
pages are devoted to an account of our growing concern with the 
need for better classroom discipline. In the second part we find cases 
describing the results of bad parenting. ethnic and cultural con­
fusion, effects of our increased materialism, and even cases for the 
school psychologist and the local law enforcement agencies. 
Statistics alone in the first part are sufficient to cause misgivings in 
all but the most resolute prospective teachers. Vandalism and 
property damage alone, for example, are estimated to be $600 
million annually, to say nothing of the psychological and physical 
harm that teachers risk. 

The sixty-four pages which constitute the second part contain 
case-studies which do little to serve the concerned interest of teachers 
who want answers to real problems. A case study presented in one 
paragraph cannot truthfully be called a study. Nor can the real 
problems of students who disrupt classrooms be solved by a text that 
asks discussion questions. Experience in various kinds of educational 
challenge, including "reform" school, prompts the reviewer to note 
that discipline is not something we can study, as if it were a body of 
knowledge. The situation that requires the correct decision or action 
by the teacher is usually like lightning or some other sudden natural 
phenomenon. The discipline situation is something that explodes or 
erupts or comes down like a sudden storm. If the teacher has not 
lived with these possibilities, has not considered each student's 
potential for good and bad, in advance) then (s)he has simply not 
prepared for sudden expressions of resentment. Education in the 
classroom must be based on mutual trust, and the farther one moves 
up in grade level the more important this attitude becomes to the 
relationship between the teacher and the learner. We might add a 
final question to the discussion questions of Part II: If the teacher 
has not built trust into the classroom atmosphere, how can learning 
take place? 

Practical Communication Skills. New Readers Press, Publishing Division of 
Laubach Literacy International, Box 131, Syracuse, New York 13210. 

To help students function in a complex world full of technology, 
three texts about tdephones, personal communication, and filling 
out forms are made available to students of about fifth to sixth grade 
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reading ability. For each text there is a separate, consumable 
student workbook called the Skills Practice. Teachers' Manuals 
accompa nl' t he set. 

rf'I~(IIlS "f all ages may lcclll1 lips and ideas in the pr~Ktical <1ITJS 

of calling long distance (time zones and charges), writing formal and 
informallettcrs (invitations and applications), and ubiquitous fonns 
(consumer survival). Interest and case of reading are special assets. 

It seems fair to say that adequate use of these kinds of lessons, 
applied to everyday life in urban America, will help to smooth out 
some of the rough spots in the ways that we communicate. One of 
the major reasons for the deterioration of courtesy in com­
munication in the United States ("Rudeness an Epidemic in the 
Land" U.S. News & World Report, June 25, 1979, p. 41) is 
ig110rance in how to relate to others. 

Slack, Robert C.. and Beekman W. Cottrell, WRITING A 
PREPARATION FOR COLLEGE COMPOSITION, second 
edition. Glencoe Publishing Co., Inc., Encino, California. 1978. 198 
pps. 

Slack and Cottrell's Writing-A Preparation for College 
Composition is an easy to read, simple approach to acquiring 
good basic writing habits. While prepared for beginning college 
students, the book could be easily adapted for high school writing 
classes also. 

The purpose of the book is to teach differing writing styles. 
Grammar especially as applied to writing skills, is taught as the 
writing process is developed. Howevn, because of the scope of the 
book, it is sometimes vague and confusing in defining tenninology 
regarding grammatical and literary tenns. Much grammatical 
knowledge is presupposed on behalf of the students, 

The book's format is well-laid out with an example-critique­
practice-rewrite-critique approach. This is easy for a student to 
follow and make comparisons to. The teacher will find this book an 
easy one to supplement with further examples, discussions and 
activities. 

Savage. John F., and Mooney. Jean F., Teaching Reading to Children with 
Special Needs. Allyn and Bacon, Inc., 470 Atlantic Avenue, Boston, 
MA 02210. 1979. 395 pps. 

Teaching Reading to Chz'ldren with Special Needs is a com­
prehensive, well written introduction to both reading theory and 
practical application in the classroom. 

While intended for classroom teachers, the book is well worth­
while for the prcscrvice teachn in training. Even "special teachers." 
i.e., reading teachers, learning disabilities teachers and special 



rh-337 

education teachers will find this work timely and rewarding. 
Authors Savage and Mooney have integrated today's newer 

movements in reading theory including psycholinguistics and in 
educational mainstreaming with explanations of past movements 
and practices. They carefully point out that no one magic formula 
has ever been found for teaching reading and that teachers are wise 
to take an integrated approach. 

The easy to read format includes both chapter previews and 
conclusions. Activities for both the preservice and inservice teacher 
are included at the end of chapters. References to major works are 
additional attractions. 

This work would, of course, make an excellent text. However, it 
would also be a book that any teacher or student of reading could 
study on their own for personal professional enrichment. 
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