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HORIZONS 9.

THE SECONDARY READING PROBLEM

Most educators are well aware of the reading problems existing
in our secondary schools. The topic has been discussed and written
about ad infinitum. School personnel have listened to the public’s
complaints that too many high school graduates are unemployable
because they lack the neccessary rcading skills. They have heard the
grumblings of teachers who find it difficult to teach effectively in the
content areas because of the wide range of reading abilities existing in
their classrooms. They have observed the discouragement of teachers
who are tormented by discipline problems created by some of the frus-
trated non readers in the school. In desperation, superintendents,
principals, and teachers have gone to the colleges of education and
have asserted that the secondary teachers they turn out are ill pre-
pared to deal with reading problems. Administrators and teachers
have searched and are searching for an answer to the question, “What
can we do to help our students develop needed reading skills?”

Secondary schools have taken a positive step toward answering
this question by recognizing that a reading problem exists. But aware-
ness of the problem is not enough. There must be a commitment on
the part of all secondary school personnel to improve the reading
skills of students and there must be a plan of action which is philo-
sophically sound, practical, and realistic.

This editorial is a plea to all administrators associated with sec-
ondary schools. Publicly commit yourselves and your teachers to the
task of improving the reading abilities of the students entrusted to
your care. Employ only secondary teachers who have completed at
least one course in the teaching of reading. Conduct well-planned,
continuous, year-to-year, inservice programs in the teaching of read-
ing for all teachers. Provide reading consultants to work directly with
content area teachers in their classrooms. Attack wvigorously the
problem of the severely disabled secondary reader by providing reading
specialists to serve as tutors to small groups of disabled readers.

There is, of course, the possibility that thesc suggestions represent
an oversimplified solution to a very complex problem. But inaction will
not accomplish anything. One has to begin some place, some time,
doesn’t one?

Dorothy J. McGinnis
Editor

Editorial Comment §l‘£







A GOOD TEACHER AND AN
ECLECTIC APPROACH:
THE HOPEFUL ANSWER TO
SUCCESSFUL READING INSTRUCTION

Maria Luisa Alvarez Harvey
JACKSON STATE UNIVERSITY

The sinking feeling that “Johnny can’t read” has developed from
an unpleasant suspicion to an ugly reality of alarming dimensions and
implications. Not only are our methods of reading instruction under
scrutiny and attack, but so arc our teachers themselves and, to some
extent, so is our entire systemn of American education as it now firmly—
and shakily—stands.

Studies show that pupils who place the lowest in the readiness for
reading tests given shortly after they start the first grade are the same
ones failing reading at the seventh grade; inability to read is probably
the number one cause of our high school drop out rate; the reading
proficiency of entering freshmen in college all over the United States
leaves much to be desired; and the adult functional illiterates can be
counted by the hundreds of thousands (13, 4, 12).

Where does the problem lie? And even more important, where lies
the remedy? Is the problem basically poor, inadequate teaching
methods? Does it rest mainly with the teachers, many of whom are
poorly equipped to do the job, or have chosen the profession as a
handy means of always having the assurance of a job? Or should we
blame the “system,” this educational system of ours of which we are
so proud because it guarantees the right of an education to every
child? Indeed, should we educate every child, adolescent and adult, or
should we (as it is done in other countries) train some and educate
some others? And with this last suggestion we are of course shifting
the blame for the failure to the children themselves.

Obviously, to place all the blame for our failure to “teach” read-
ing on any one of the four possibilitics: the methods, the teachers, the
system, or the children, is not only to oversimplify the problem, but
to misplace the blame as well. Just as in the act of reading a number
of factors and processes come simultancously into play, in the child’s
reading world the child himself, the methods, the teacher, and the
education system merge, and together take part in the hopeful develop-
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ment of an individual who can eventually master that complex and
as of yet not completely understood act that we call reading.

And while Johnny continues to fail, researchers persist in exploring
every possible aspect of the problem. Methodology has received con-
siderable attention while phonics, the kinesthetic approach, the lin-
guistic approach, and programmed methods, have been tried, tested,
and often advertised as the best, most effective method to teach read-
ing. The most realistic point of view, however, leans toward, and
advocates, an eclectic approach as the most effective one. Studies
show that although other approaches to beginning reading instruc-
tion, such as programmed or linguistic ones, may give some children
an early advantage over the others, those children who start on basal
readers not only catch up, but surpass the former group as both
progress through the grades (13). Yet, we cannot ignore the fact that
some children who start under either onc method or the other {ail to
learn to read.

Research in methodology has led into the study of linguistics and
psycholinguistics in the search for a possible connection between the
acquisition of speech and the acquisition of the skills necessary for
reading. However, in spite of the apparently logical and expected
association between learning to speak and learning to read, little
has been found to connect both learning processes, and the conclusions
of one researcher exploring this avenue are negative in every
respect (16).

One important point that research in the field has now fairly well
established, but must be promulgated and expounded, is the value
of the human element in the tcaching situation. The most vital ele-
ment in the struggle to teach reading successfully is the teacher. It is
the teacher who must select, apply, bend, modify, and tailor the in-
structional approach to the individual needs of the child. He or she
must purge himself or herself (sometimes a near impossibility) of pre-
conceptions and attitudes towards the pupils, whose very success, or
lack of it in later life, might well depend on these attitudes. Self-
fulfilling prophesies of old, long-perpetuated myths such as the one
about girls’ innate superiority over boys when it comes to ability to
learn to read crumble when teachers believe that all students have an
equal chance, and are able to project to them this belief.

The success of any particular method of reading instruction is
also dependent, to a great extent, on the teacher who employs it. It is
the teacher’s ability to adapt methods to individuals, to be creative
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and ingenious that spells out the difference between failure and suc-
cess In the results obtained.

How creative, however, does our ever-so-strictly-structured edu-
cational system allow our teachers to be? How flexible can a human
be in using tools of instruction in an over-crowded classroom? How
far can he or she deviate from the old norms of teaching—regardless
of the effectiveness of the new approach—without encountering op-
position from his or her superiors? And those of us in the business of
preparing teachers-to-be, just how well do we do the job of creating—
or selecting—superior teachers?

In a brilliant address delivered by Mrs. Helen M. Robinson before
members of the International Reading Association in Anaheim, Cali-
fornia, this very question of training and selection was discussed. Mrs.
Robinson’s implications are clear: we often emphasize knowledge of
subject matter and methodology while we neglect the entire gamut of
other qualities necessary for effective teaching, such as empathy with
the children, diligence, creativity, and expectations for the students.
Selection, encouragement of the best, then, should be our aim, a
selection based on the mastery of the subject matter to be taught, and
on the human qualities of the individuals who aspire to be teachers.

Even under master teachers, however, some children fail. And
here is one of the unspoken tragedies of our ideal of mass education.
The causes of failure are many and varied: physical, neurclogical, en-
vironmental, and socioeconomic. This last one is perhaps the most
pathetic. Since we have come to accept reading to be endowing the
printed page with meaning—rather than deriving meaning from the
printed page, an environmentally disadvantaged or culturally disad-
vantaged child-not withstanding the color of his skin or his ethnic
background—stands little chance of making much progress in the
mastery of this all important skill in an average classroom, since the
range of experiences that he brings to the printed page is limited in
comparison to that of his middle-class-or-better brothers and sisters.

Reading readiness programs, special reading clinics, ingenious
parent-tutor individual help have given many of these children and
their teachers some hope, and at times have brought about dramatic
results. But the cost is high, the progress slow, and the population
affected a mere fraction of the many in need of help. So, while we
attack the problem here as well as on other fronts, our search for a
more effective way to teach reading must continue. In the meantime,
given the infinite variations in individuals’ emotional, psychological,
and physiological makeups, good teachers and an eclectic approach
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to the teaching of beginning, continued, and remedial reading seem

to be the answer . . . at least for the present.

()]
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A READING CLASSROOM
ISN'T GRIMSYVILLE

Lois B. Muehl

UNIVERSITY OF IOWA

Elementary perhaps, but during a 1967-69 compensatory program
designed to increase communication skills for post-secondary but not
fully qualified college students on a southern black university campus,
we figured that to learn was to attend-—in both a mental and a physi-
cal sense. So we frequently based our sessions on two light-minded
assumptions: .

1) Learning doesn’t have to be grim.

2) Limited experiences can be widened both in and out of the
college classroom by “off-duty” means.

Early in the first semester, to shake the students out of authori-
tarian expectations, we celebrated the advent of Friday by solving
riddles and playing a word game. The professional objectives were
obvious: In a pleasant atmosphere, to drive the students to think, to
increase their background knowledge and vocabulary, and to help
them practice quickness—a pace these habit-laden students often
lack.

One time, for instance, we started with, “What has a head, a tail,
four legs, eats hay, and sees equally well at both ends?”

“A cow!”

“A—what’s that thing in the zoo—a giraffe?”

“A mule!” (Snickers, because that’'s how our name is often
mispronounced.)

“Nope, nope, nope.” 1 tossed chalk in hand and waited with the
maddening calm of One Who Knows the Answer.

“A horse?”

“Nah, that’s too easy.” Mr. Wellingham, whose ambition is to be
a lawyer but who seldom said a word, dismissed that with finality.

The students studied the brief puzzling text written in full on the
board. No one slouched heavy-eyed now.

“An elephant?”

“You could all be right”” T assured them, “on the first four clues.
But what about the last? How can any animal vou've suggested ‘see
equally well at both ends’?”

“He got a eye under his tail!”

Whoops of laughter. I really walked into that one. I shook my
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head, laughing too, but that unrelenting teacher focus and stance
pressed them to think. “It’s a perfectly logical answer. No gim-
mick. Just solve that last part.”

“A saw-horse?” Miss Bertram offered.

More whoops. “How’s that eat hay?” Mr. Alvarez asked with
excellent discriminating logic, but crushing scorn.

“Miss Bertram is partly right. It is a horse. But what kind?”

“Give us a hint, will you?”

“O.K. A riddle is just a capsule problem in rcasoning. Sometimes,
the way you do on RFU cards, you have to expand or rephrase the
problem. Try thinking negatively on this one.”

“You mean it don’t have all them things—the head and tail and
all that?”

“Oh vyes, it has those things. The facts are right. But you have to
figure out the implication. Remember—think negatively.”

They pored over it again.

“Secs equally well at both ends,” Mr. Alvarez muttered out loud.
“What if it—hey—it’s a blind horse!”

“You got it!”

Mr. Wellingham and Mr. Alvarez smacked palms in triumph.

“What?” Other class members challenged his answer.

“Sure,” Mr. Alvarez explained coolly. “It ‘sces equally well,” sec?
That means it don’t see at all. It’s blind.”

Groans.

“Hey, that’s neat. I'm gonna try it on my roommate.”

We tried another. “On what side of a church does an oak tree
grow?>”’

“This one depends on space relationship and a joke,” I hinted,
after they guessed “north,” “sunny,” and “ccmetery.” They solved
it then, partly because we’d been working on this type of visualization
In texts,

“The out side!”

Mr. Wellingham was half out of his seat. “Here’s one for you!”

I offered him chalk and board.

“Nah. This one takes telling.”” And he proceeded to baffle us with
an involved riddle we couldn’t guess because the answer depended
on a tricky arrangement of words. (How would you get out of a
room with no doors, no windows, but a chair and a mirror?) Finally
he had to give us the elaborate solution. (Sit in the chair, look in the
mirror, see what you saw, take the saw, saw the chair in two. Two
halves make a W-hole. Crawl through!) Which was just great.
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Mr. Wellingham was a student who had never spoken voluntarily

in
weck meetings which massed all four reading sections. Yet the in-
formal play of a riddle brought him to his feet giving a speech,
whether he realized it or not.

The class asked for more riddles. I agreed we’d share more on
other Fridays, especially if they would remember to bring them in.

)

Toce Aicmiic ) I SR . a1 Aane ward in P N S Yol L
lass discussions before and had not said one word in our once-a-

~

At the moment it was time for something else—a word game. Any-
thing would do, but that day it was a fill-in-the-blanks set of 23
words and definitions where part of the letters of each word were
supplied. A sample section looked hke this:

Ex: ADO

E To revere; worship; love
To frighten
Whither; to a place which

A heavy single-edged sword

Opposed to here; thither

A portion; to divide with others

nFRRAERERAA
clcBoNolo

Ex RAISE To elevate; lift up
R ---E A chain of mountains; stove
R -- - E A firearm; to pillage, plunder
R -- - E Russian monetary unit
R -- - E Red cosmetic for the cheeks
R ---E Verse, with corresponding terminal sounds

So simple it’s hardly worth doing, especially for college-enrolled
students? For many who have endured academic difficulties, T think
instruction has often not been simple enough. A task so hard we can’t
do it discourages any of us from starting. Or if we start, we don’t per-
sist, especially by ourselves.

This type of exercise has all the appeals of a solvable group game.
Yet, for these students, it also contained basics they hadn’t all
mastered. They had to produce accurately the “there” needed to fill
the fourth item, rather than the “their” they so often substitute in
confusion. They may have learned at least two new words ({‘“‘sabre”
and “ruble”) as we discussed the solutions. They could possibly have
picked up five more in the definitions—"‘revere,”” “thither,” “pillage.”
“monetary,” and “terminal.”

What! They didn’t know words like that?

Some did. Some didn’t. Some knew the words but not the pro-
nunciation. But all students in that classroom stood a better charice of
increasing their vocabulary knowledge, and therefore their reading,
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speaking, and writing ease in an atmosphere where the onus of learn-
ing was lightened by the tone of fun.

Something else good happened that day. The majority got the
word “‘rhyme” quickly. Correctly solved, it reenforced its customary
spelling order, and at the same time confirmed for those practically-
oriented students that they did, after all, acquire some usable knowl-
edge in high school poetry sessions.

Did any of the pleasure and satisfaction they obviously felt that
day transfer to more prosaic sessions? I can’t be certain. But at least
they came to class and responded alertly on Friday mornings, a day
when the campus weekend often traditionally began the night before.



HOW SHOULD COMPETENCY-BASED
INSTRUCTION BE USED IN
COLLEGE READING COURSES?

Wilma H. Miller

ILLINOIS STATE UNIVERSITY

There are few educators throughout the United States who cur-
rently are unaware of the many possible advantages of using compe-
tency-based instruction. Competency-based education certainly is one
of the most widely-known and potentially promising innovations on the
recent educational scene.

The author has been involved in a competency-based secondary
school reading program for the past two years. As a result of this ex-
perience, she is able to make recommendations as to how competency-
based instruction can be used most profitably both in undergraduate
and graduate elementary,and secondary reading instruction.

DESCRIPTION OF A COMPETENCY-BASED SECONDARY SCHOOL READING PROGRAM

For several years now, Illinois State University has been engaged in
a competency-based, computer-assisted program which is required of
all its secondary education majors. Competencies which are related to
secondary school reading instruction are required as one part of the
total program. In addition to the competencies in secondary school
reading instruction, the students also are required to complete compe-
tencies in secondary education and in American public education.

Since it is very difficult to describe briefly all of the competencies
in secondary school reading instruction which are included in this
program, the interested reader is referred to the article on the pro-
gram by Larry Kennedy and Howard Getz (2). Some of the areas
in secondary school reading instruction which are presented in self-
instructional packages are as follows: rationale for secondary school
reading, the reading process, standardized survey reading and diag-
nostic reading texts, textbook readability, improving rate of reading,
motivating high school students to read, and reading in the content
areas. Each self-instructional package consists of the following parts:
rationale, proficiency test, behavioral objectives, questions to be an-
swered, learning activities-—required, learning activities—optional, and
evaluation devices. Each student can demonstrate his competency on
a learning package by using any of the following methods: objective
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examination, essay examination, writing a paper, constructing a read-
ing guide, or constructing other types of reading exercises.

Since this competency-based program now has been in use for more
than two years, it can be evaluated with some degree of objectivity.
The evaluation of the competency-based program in secondary school
reading instruction undoubtedly could apply as well to a program in
elementary reading instruction.

WHAT ARE THE ADVANTAGES OF USING COMPETENCY-BASED
INSTRUCTION IN COLLEGE READING COURSES?

There are advantages in using competency-based instruction in both
undergraduate and graduate elementary or secondary reading courses.
Some of the lower-level reading skills can be presented very effectively
by the use of self-instructional Jearning packages. The significant con-
tent of these lower-level reading skills can be presented by using such
means as videotapes, films, audiotapes, tape-slide presentations, or
typescripts with worksheets. Such reading skills which can be presented
using competency-based instruction are the various word recognition
skills, textbook readability, administering and scoring a standardized
survey reading test, some aspects of rate of reading, and constructing
exercises such as the cloze procedure or a vocabulary overview.

Another major advantage of using competency-based instruction
is that each student can pace his own learning. This enables the bet-
ter students to progress rapidly without having to adjust their rate of
learning to that of the less able students in a traditional classroom. On
the other hand, self-pacing enables the less able students to progress
through the competencies at a slow enough rate with enough repeti-
tion to insure mastery of the material. Another advantage is that a
student can use any one of several different instructional modes to
attain the competencies in reading. If he is visually-oriented, he can
view a majority of videotapes, tape-slide presentations, or films. If he is
auditorily-oriented, he can listen to a majority of audiotapes. If he
obtains information best through the written medium, he can read type-
scripts. A student also can do the required or optional learning activi-
ties at his own convenience. For example, he can do the activities to
gain a competency at the time of the day or evening which is most
convenient for him.

Another advantage of competency-based instruction is the use of
behavioral objectives. When behavioral objectives are used, a student
knows exactly what behavior he must perform by the time he has
completed any learning package in secondary schoo!l reading. A stu-
dent often does not receive this much specificity in the traditional
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classroom. In addition, a student receives almost immediate fecdback
on his achievement of each com petency. For PY'npp]_e he 11&111”\ re-
ceives the results of a computer-scored objective examination the day
after taking it, and he receives the results of a hand-scored test or

paper only several days after completing it.

WHAT ARE THE LIMITATIONS OF USING COMPETENCY-BASED
INSTRUCTION IN COLLEGE READING COURSES?

There also are some limitations to the use of competency-based in-
struction in presenting secondary school reading instruction. It has
been difficult to present such higher-level reading skills as those of
interpretive comprehension and, critical reading in self-instructional
learning packages. It seems more difficult to present important con-
cepts in self-instructional packages than it does to present specific de-
tails. It appears that reading skills such as interpretive comprehension
and critical reading lend themselves better to presentation by class dis-
cussion with much interaction between group members.

Competency-based 1instruction seems especially weak in the affec-

tive area—the development of positive attitudes toward reading in-
struction and in creative reading. When the author taught a tradi-
tional course in secondary school reading, the major objectives were
developing in preservice teachers a positive attitude toward reading
instruction in content areas and motivating them to learn how to pro-
vide for individual reading differences in their content area. If these
objectives were accomplished with most of the students, the author
was extremely satisfied. It is an accepted fact that many preservice
and inservice secondary school teachers are not as aware as thev
should be of the need for presenting reading instruction and providing
for individual reading differences in the content areas.

Undoubtedly the classroom teacher influences the attitudes of the
students in his classes more than any other single factor. At any level
of education, the teacher-pupil relationship is extremely important.
For example, the twenty-seven United States Office of Education first-
grade studies discovered that the teacher generally was more im-
portant than the reading mecthod used in determining a child’s first-
grade reading success (1)}. Probably the same conclusion could be
drawn about teachers and teaching methods at any grade level {rom
kindergarten through graduate school. Although the self-fulfilling
prophesy theory is not completely accepted in educational circles, it
is obvious that many times a student will perform in the way in
which his teacher thinks that he will perform. It 1s equally obvious
that the teacher normally does not have as much direct influence on a
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student in competency-based education as he does in the traditional
classroom. In a secondary school reading program, the lack of the
direct teacher-student relationship may be especially significant in
determining a student’s attitude toward reading instruction in his con-
tent area. Without a positive attitude toward sccondary school reading
instruction, the preservice tcacher subsequently may not present the
special reading skills in his content area nor provide for the individual
reading differences of his students.

Another less important limitation of competency-based education is
the lack of self-motivation which some of the students have in com-
pleting the competencies in secondary school reading instruction. Al-
though this 1s not an inherent limitation in the theory of competency-
based instruction, it becomes a limitation in its actual implementation.
Some college students do not seem to be motivated enough to adjust
well to a program which demands so much independence from them.
Undoubtedly such students have been conditioned in elementary and
secondary schools to depend upon their teacher to be responsible for
their learning. 1f competency-based instruction were begun either in
the elementary or secondary school, undoubtedly most college students
would be able to operate successfully in the program.

HOW CAN COMPETENCY-BASED INSTRUCTION BE USED IN
FUTURE COLLEGE READING COURSES?

It is obvious that competency-based instruction should have a
definite place in undergraduate and graduate elementary and secon-
dary rcading courses in the future. Perhaps its greatest strengths can
be used best by incorporating it into a regular classroom program. In
the future cach reading course should still be the responsibility of one
or more instructors. Thus each student would have one
or more persons available who could build in them the positive atti-
tudes toward reading instruction which are so important. There still
would be the opportunity to develop the extremely important teacher-
pupil relationship.

The instructor or instructors could structure the entire course in
advance so that aspects of it are self-instructional. Some regularly-
scheduled meetings should be left open so that the instructor could
be available for consultation then. Each student could complete the
self-instructional packages during that time or at his convenience. A
student could complete self-instructional packages in such areas as the
word recognition techniques, literal comprehension, and the more
basic aspects of the various rcading methods. A student could work
independently on those aspects of reading which lend themselves to



20—rh

the learning of specific knowledge and details. A student could com-
plete sclf-instructional packages which usc such media aids as video-
tapes, films, tape-slide presentations, and audiotapes. Each student also
could demonstrate teaching competencies by using videotaped micro-
teaching sample lessons. Most students very much would enjoy the
independence they could gain by completing self-instructional packages.

On the other hand, the instructor or instructors should mcet with
the reading class to present those areas of reading which are not
presented effectively by competency-based instruction. Such areas are
those of building positive attitudes toward reading, interpretive com-
prehension, critical reading, creative reading, and motivating students
to read widely. The traditional classroom experiences could consist of
teacher lecture, class discussion, demonstrations, practicum experi-

ences, and group work.

SUMMARY
The best features of both competency-based instruction and tradi-
tional classroom instruction should be combined in undergraduate and
graduate elementary or secondary school reading courses. Reading in-
struction of the future should not be forced into an either/or dilemma.
Let’s try to improve college reading courses by using the best aspects of
both competency-based and traditional reading instruction!
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BOOKS FOR YOUNG CHILDREN

John C. Towner and Theodore A. Mork

WESTERN WASHINGTON STATE COLLEGE

Children love to be held on parents’ laps and they love to be read
to. The parents’ question is, “Which books would be good for my
youngster? How do I select them?” Here is a list that can help.

We selected seven sources that recommend books for children. The
recommendations in all seven are made and/or supported by authori-
ties in the field of children’s literature. Most of them reflect children’s
responses to the books as well as adult reaction.

From the seven sources, we listed all the books that were recom-
mended for children of preschool and kindergarten age. The list in-
cluded 400 books. To reduce the number to a more manageable and
usable size, we selected from that list all the children’s books that had
been recommended by at least four out of the seven sources. The final
list includes 52 books. Books with a single asterisk (¥*) were recom-
mended in five of the seven sources. A double asterisk (¥*) indicates
the book was recommended by six or seven of the seven sources.

RECOMMENDED BOOKS FOR YOUNG CHILDREN
* Ardizzone, Edward, Litle Tim and The Brave Sea Captain.
Walck, 1955.
Beim, Lorraine and Jerrold Beim, Two is a Team. Illustrated by
Ernest Crichlow. Harcourt, 1945.
* Bemmelmans, Ludwig, Madeline. Viking, 1939,
Bishop, Claire Huchet, The Five Chinese Brothers. Coward-
McCann, 1938.
Brooke, L. Leslie, Johnny Crow’s Garden. Warne, 1903.
Brown, Margaret Wise, Goodnight Moon. Illustrated by Clement
Hurd. Harper, 1947.
* De Angeli, Marguerite, Book of Nursery and Mother Goose
Rhymes. Doubleday, 1954.
* Dennis, Wesley, Flip. Viking, 1941.
De Regniers, Beatrice S., 4 Little House of Your Own. Illustrated
by Irene Haas. Harcourt, 1954.
* Duvoisin, Roger, 4 For Ark. Lothrop, 1952.
* FEichenberg, Fritz, Dancing in the Moon. Harcourt, 1955.
Ets, Marie Hall, Play With Me. Viking, 1955.
*¥ Fatio, Louise, The Happy Lion. lllustrated by Roger Duvoisin.
McGraw, 1954.
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Flack, Marjorie, Angus and the Ducks. Doubleday, 1930.

Flack, Marjorie, Ask Mr. Bear. Macmillan, 1332.

Flack, Marjorie, The Story About Ping. Illustrated by Kurt Wiese.
Viking, 1933.

Francoise, Jeanne-Marie Counts Her Sheep. Scribner, 1937.

Gag, Wanda, The ABC Bunny. Coward, 1933.

Gag, Wanda, Millions of Cats. Coward, 1928.

* Grammtky, Hardie, Little Toot. Putnam, 1939.
* Guilfoile, Elizabeth, Nobody Listens to Andrew. Illustrated by

*¥*
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* X

Mary Stevens. Follett, 1957.

Hader, Berta, and Elmer Hader, The Big Snow. Macmillan, 1948.

Heyward, Du Bose, The Country Bunny and the Little Gold Shoes,
as told to Jenifer. Tllustrated by Marjorie Flack, Houghton,
1939.

Ipcar, Dahlov, Brown Cow Farm. Doubleday, 1959.

Kahl, Virginia, The Duchess Bakes a Cake. Scribner, 1955.

Keats, Ezra Jack, The Snowy Day. Viking, 1962.

Keats, Ezra Jack, Whistle for Willie. Viking, 1964.

Langstaff, John, Frog Went A-Courtin! Illustrated by Feodor
Rojankovsky. Harcourt, 1955.

Langstaff, John, Over In The Meadow. Illustrated by Feodor
Rojankovsky. Harcourt, 1957.

Leaf, Munro, T'he Story of Ferdinand. Hlustrated by Robert Law-
son. Viking, 1936.

Lionni, Leo, Inch by Inch. Astor-Honor, 1960.

Lionni, Leo, Swimmy. Pantheon, 1963.

McCloskey, Robert, Make Way For Ducklings. Viking, 1940.

McGinley, Phyllis, All Around the Town. lllustrated by Helen
Stone. Lippincott, 1948.

Minarik, Else Holmclund, Litile Bear. Illustrated by Maurice
Sendak. Harper, 1957.

Minari, Bruno, Bruno Munari’s ABC. World, 1960.

* Potter, Beatrix, The Tale of Peter Rabbit. Warne, 1903.

Rey, Hans A., Curious George. Houghton, 1941.

* Sendak, Maurice, Where the Wild T hings Are. Harper, 1963.
* Seuss, Dr., And To Think That I Saw It On Mulberry Street.

Vanguard, 1937.
Seuss, Dr., Horton Hatches the Egg. Random House, 1940.
Shulevitz, Urn, One Monday Morning. Scribner, 1967.
Slobodkina, Esphyr, Caps For Sale. Scott, 1947.
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Tresselt, Alvin, Rain Drop Splash. Illustrated by Leonard Weis-
gard. Lothrop, 1946.

Tresselt, Alvin, White Snow, Bright Snow. Illustrated by Roger
Duvoisin. Lothrop, 1956.

Tudor, Tasha, I Is One. Walck, 1956.

Udry, Janice May, A Tree Is Nice. Iilustrated by Marc Simont.
Harper, 1956.

Ward, Lynd, The Biggest Bear. Houghton, 1952.

Wildsmith, Brian, Brian Wildsmith’s ABC. Watts, 1963.

Yashima, Taro, Umbrella. Viking, 1958.

Zion, Gene, Harry By The Sea. Illustrated by Margaret Bloy Gra-
ham. Harper, 1965.

Zolotow, Charlotte, The Storm Book. Illustrated by Margaret Bloy
Graham. Harper, 1962.
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ECHOES FROM THE FIELD

Joe R. Chapel

The Board of Directors of the North Central Reading Association
announces the establishment of the Roger S. Pepper Memorial Award
designed to promote and recognize outstanding research in the fields
of reading and study skills at college and adult levels. The award
honors the memory of Dr. Roger Pepper of Wayne State University
for his role in the development and support of NCRA, his dedication
to the highest ideals of the teaching profession, and his outstanding
human qualities and virtues.

Terms of the Award

Each year the NCRA will honor a doctoral candidate with a $100
cash award and travel expenses to the NCRA annual meeting follow-
ing the announcement of the award, at which the recipient will present
a paper on the topic of the research project. The winning paper will
be published in College and Adult Reading, the official publication of
NCRA. All other papers submitted will be considered for publication.
To be eligible, candidates must complete their degree in the current
calendar year.

Application Procedures

The faculties of colleges and universities in the North Central
Region are urged to advise their doctoral candidates of this award
and encourage them to submit the {ollowing documents to the Selec-
tion Comunittee.

Three copies of a paper of approximately 3,000 words based upon
and containing the essential matter of the dissertation with address,
where recorded, and name of adviser and institution.

Papers on dissertations must be submitted by August 1. The award
itself will be announced October 1.

Address applications to:

NCRA Research Awards Committee
c/o Dr. Joseph A. Fisher, Director
Reading and Study Skills Clinic
Drake University

Des Moines, Iowa 50311



HORIZONS OF READING EDUCATION:

Attacking the Problem
of the Adult Learner

William L. Holladay

Nazareth College’s Department of Continuing
Education, directed by Mr. Paul Hang, instituted
a unique program in 1972 to serve some very
specialized needs of the greater Kalamazoo area.
Organized under the name of the Community
Learning Center, the program reaches members
of groups disadvantaged by income, minority back-
ground, and education.

Schools and institutions across the nation have felt the neod for
basic education programs. Such valuable programs often fail in respect
to the individual who has been through the institutionalized educa-
tional process and for one reason or another has dropped out or failed
to gain the necessary skills needed for dealing with life realistically.
Nazareth’s Center for Learning makes a good idea better by reaching
out to undereducated or underemployed adults who may have no
other source for basic education courses.

According to program coordinator, Ms. Edith Pulaski, the primary
goals of the program are to improve reading and computation skills
and to incorporate on an intensive level those services, agencies, and
other educational alternatives available to persons in the metropolitan
area. One vital function is the Center’s continuing effort to reexamine
and evaluate its existing programs in an effort to determine its impact
on increasing academic and personal skills. The resultant major
achievement is beneficial to the community as a whole . . . in increased
student potentiality to become better parents, citizens, employees, and
life-long learners.

The reading program is highly individualized incorporating several
programmed texts. The Educational Decclopment Laboratories L-100
series is the core source. Reading teacher Betty Porter finds this in-
dividualized method to be best when working with adult learners.
Word skills and comprehension are approached through various media
utilizing realistic adult literature. College students help provide onc
to one tutoring. In accordance with the Center’s philosophy of utiliz-
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ing all available sources, much valuable time is given to the tutoring
program hy the retired Sisters of Saint Joseph.

One outcome of the adult reading program has been the need
for special training of the teacher of the adult basic education reading
student. Ms. Porter is now developing a series of videotapes dealing
with teaching techniques for adult reading. These tapes should help
fill the educational gap in the background of the reading teacher faced
with the problem of teaching adults to read.

Two aspects of the Center’s program will receive emphasis in the
future. “English as a Second Language” is a unique program designed
for Spanish-speaking Americans, foreign student wives, immigrants,
and foreign wives of American citizens. Instructional level here is
necessarily different. Center staff, while using commercial materials,
are being creative in designing materials to meet these specialized needs.
Besides reading and reading comprehension, conversation and listening
skills are also stressed.

Center personnel keep in mind at all times that perhaps the major
motivation of their students is to secure a job. Acting on this basis,
they are working on a program of technical reading skills that students
will find necessary for certain positions. Working with practical mate-
rials such as descriptive manuals with key words should engross the
student in the learning process while experiencing a feeling of personal
achievement.

Nazareth’s Center for Learning stresses the personal approach to
reading through self concept building and development of attitudes
conducive to the successful reading program.



WE SUGGEST

Eleanor Buelke

Grant, Barbara M., and Hennings, Dorothy Grant

The Teacher Mouves

New York: Teachers College Press, Teachers College, Columbia Uni-
versity, 1971, PP. xii + 133.

The purpose of language is absolute. It is the transfer of
meaning from one human mind to another. If the form of
communication used fails in this one respect, no true language
can be said to exist.1

One of the major findings of recent, broadly-based research studies
in the teaching of reading has been that the most important single
factor in the success of a reading program is the influence of the
teacher. Viewed from among the hawkers in the market-place, from
behind the desks in the publishing houses, or even from inside the
sanctuaries of efficiency-oriented, economy-minded school adminis-
trators, this finding might seem a bit bizarre, possibly presumptuous,
or, at least, be regarded as ridiculous. However, when viewed in the
light of the broad purposes of education, and in knowledge of the
conditions under which man learns best, the implication appears logi-
cal. Tt is not at all strange that such a completely human act as learn-
ing to read is dependent, in a great measure, upon a human
relationship.

Teachers who are successful in their relationships with their pupils
and their parents, with colleagues, and with other school personnel are
known as facilitative and humanistic persons. Through their own skill-
ful, genuine, human behavior they help others to learn and to be
humanly effective. Three particular characteristic responses upon
which to build sound bases for good relationships are those of empa-
thy, respect, and warmth. These clements are communicated through
some form of language which may “entail verbal expression, non-
verbal expression, direct physical action, or a combination of all of
these modes depending upon the age, intelligence, and degree of con-
tact with reality of the learner.”’2 Some important rescarch about
verbal interaction in the classroom and its relationship to successful

19621 Mario Pei, Voices of Man, p. 109. New York: Harper & Row, Publishers,
.QGcorgc M. Gazda. Human Relations Development, p. 23. Boston: Allyn
and Bacon, Inc.,, 1973.
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learning has been reported and translated into implications for teach-
ers’ hehavior by Flanders,3 Amidon and Hunter,4 Bellack,5 Withall,6
and others. Much less is known about the quality and quantity of non-
verbal interaction and its effects upon classroom learning. The Teacher
Mouves reports a study in this neglected area.

What Julius Fast’s Body Language has done for the general public
by way of introducing it to the sciences of body language and kinetics,
shedding new light on the dynamics of inter-personal relationships,?
The Teacher Moves may do for teachers, enabling them to relate non-
verbal and verbal components of classroom discourse in meaningful
ways. The contents of this volume are divided into two main sections.
Part I, “Describing the Way the Teacher Moves,” contains four de-
scriptive chapters, based upon a study of teacher behavior recorded on
video tapes, and developed within a framework for analysis of these
recorded behaviors. Part II, “Improving the Way Teachers Move,”
consists of five chapters detailing specific strategies for suggested ex-
perimenting, selecting, and incorporating practices and techniques.
Appendices A and B are valuable for understanding the reported
rescarch, and for use in developing awareness of one’s own non-verbal
functioning as well as non-verbal options available.

In the first part the authors categorize teachers’ motions as instruc-
tional or personal. Instructional motions are identified as conducting.
acting, and wiclding. Conducting motions are those that enable a
teacher to control student participation and obtain attending behavior.
Acting motions amplify and clarify meanings the teacher is trying to
communicate. Wielding motions are used in touching, handling, or
maneuvering objects, materials, or parts of the room. These three
kinds of motions have been analyzed, using statistical techniques. Per-
sonal motions are not employed directly to aid‘in the learning process.
They are self-adjusting, symptomatic of inner body conditions, or {all
into the category of repetitive mannerisms. Facial expressions, which

3 Ned A. Flanders, “Teacher Influence, Pupil Attitudes, and Achieve-
ment,” Cooperative Research Monograph No. 12. Washington, D. C.: U. S.
Government Printing Office, 1965.

4 Edmund Amidon, and Elizabeth Hunter, Improving Teaching: The
Analysis of Classroom Verbal Interaction. New York: IHolt, Rinehart and
Winston, Inc., 1970,

5 Arno Bellack, et al., The Language of the Classroom. New York: Teach-
ers College Press, 1966.

6 John Withall, “Development of a Technique for the Measurcment of
Socio-emotional Climate in Classrooms,” Journal of Experimental Education,
XVIIT (March, 1949), 347-361.

7 Julius Fast, Body Language. New York: Pocket Books, a division of
Simon & Schuster, Inc., 1971.
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may be instructionally oriented, but personal as well, are almost im-
possible to study, even with video-taping procedures, and have been
considered in this text separately, in a rather subjective manner. Using
these analyses of teachers’ repertoires of instructional gestures, facial
expressions, and bodily activity, it may be seen that each teacher de-
velops a teaching style that is uniquely his own, that can make him a
positive, or negative, influence as a “significant other” in the lives of
his pupils.

In the second part Grant and Hennings consider the use of body
movement in terms of strategies developed in the theatre. Acknowl-
edging the need for spontaneity in teaching, and the advantages in
taking on-the-spot direction and clues from students, nevertheless, they
maintain that teachers can learn to use hands expressively, or to employ
such devices as vocal pointing, pantomime, and the dramatic pause.
Because students are constantly molding their behavior in reaction to
clues generated by teachers, contradictory, insufficient, excessive, or in-
effectual clues need to be recognized and avoided. Non-verbal clues
generated in the classroom are dependent upon numerous factors. In
order to select his options wisely, a teacher should consider his own
personality, the student group with which he is working, the instruc-
tional process being used, and the nature of the subject being taught.
Choices may be limited by needs and competencies of persons involved.
Similarly, the range of interaction may be restricted by the scope of
ideas and materials being explored. However, most teachers probably
have many more options for meaningful, interesting, humanistic non-
verbal communication than they have realized or attempted.

The teaching-learning act is a symbiotic process. If improvement in
learning is desired, improvement in teaching might well be pursued.
The authors of this text support the view that adequate description of
the teaching act must precede projections on improving teaching. They
have carefully refrained from prescribing any one mode of non-verbal
teaching. Rather, they suggest that the role of descriptive research in
improving the way a ‘“teacher moves” is to help the teacher himself
(1) to become more aware of his own non-verbal activity and the
effect it has on his students; (2) to experiment with non-verbal strate-
gies he previously has not attempted; and (3) to select purposefully
from among options those conducting, acting, and wiclding motions
that meet the needs of a particular situation.

It is probable that this book will be valued by only those who are
willing to attempt objectivity about themselves, and who are capable
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of sincere, sustained steps toward personal, humanistic growth. Gazda
has this counsel for those who are concerned and committed :

A person generally does not consciously control his non-
verbal behaviors, but he can become consciously aware of them.8

Changing internalized non-verbal patterns is a iong and
difficult process, but if you find yourself using non-verbal be-
haviors that reduce your ability to be helpful to others, it may
be worth the effort required to change them.9

8 Op. cit., p. 87.
9 Ibid., p. 88.



READING IN THE
SECONDARY SCHOOL:
The Study Formulas Revisited

Kenneth VanderMeulen

An interview with a college student who fears academic dismissal
often goes something like this: “You say you didn’t have scholastic
difficulties in high school?”

“No, and I had good percentiles on the standardized tests. T really
don’t know what it could be. T study four or five hours a day.”

“What is your method of study?”

“I go over the stuff in the text.”

“Yes, how do you do that?”

“Well, I have this highlighter pen, and I bring out all the important
sentences in the text that way. Then I go over it before tests. But the
tests always ask things. . . . I never even heard of some of them. I'll
sure flunk if I don’t. . ..”

To quote more of the conversation would yield more of the same.
The student is obviously unaware of what constitutes study, and will
have to be given a crash course in how to study before he can regain
his academic underpinnings. Like the thousands before him and more
thousands in the future, this young person has fallen into the snare of
thinking that one’s ability to get meaning from the printed page
automatically assures him of academic kudos. Nothing could be farther
from the truth. Being able to read well is necessary, to be sure; how-
ever, studying is a large and complicated recipe, of which reading
is only one ingredient.

As in any serious project, study requires a plan of approach, some
kind of schedule, an understanding of what is relevant, and an ade-
quate foundation of terminology in the ficld of work. The process of
study is a careful interlacing of textbook background material, notes
which have been rewritten after lectures, and outside reading notes
taken from bibliography and other reference source materials. Students
find by experience that they are more comfortable with one style of
study than another, but there are no good shortcuts to a complete
grasp of a particular discipline. The fact that many young people of
normal intelligence go through high school and possibly further with-
out realizing they do not know how to study indicates some omissions
in our educational methods.
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One important omission is our frequent failure to mention methods
or systems of study at all. We tend to assume that sccondary students
should have becn taught the proper approaches to study skills. This
assumption leads to another pedagogical sin—this one a sin of com-
mission. Oftentimes, students are actually led away from a full appreci-
ation of the complexities of studying by the way in which teachers
understate the role it plays in overall comprehension of the subject
matter. A teacher may be heard to say, “I want you to read this mate-
rial very carefully,” and the class members are all too willing to
accept that charge exactly the way it was given.

After all, no one told them to question it, compare ideas in it,
analyze it, test it for logic or objectivity, or even read it aloud to hear
the syllables make literary music. In truth, the assignment doesn’t
even carry the mandate to think about it. The teacher who asked his
class to read the pages may fecl secure in the belief that reading is
thinking, that the very definition of reading must include serious sus-
tained thought about the meaning of the symbols on the printed page.
While this is indeed true, many students equate reverie with thinking,
thus missing the boat entirely. In other words, reading must be more
than moving passively through the associations called up by the words
in print. Students who allow themselves to drift through the ideas
presented are not truly reading. They need to be taught to sce reading
of expository material as examining or scrutinizing an author’s inter-
pretation of information.

Therefore, when discussing advance work with classes, teachers
might do well to purge from their conversation all such phrases as
“look this over,” “

LI INYS

study the chapter,” “remember these points,” and
“read the material.” Every time the pupil hears these words, he or
she is lulled into believing that looking, passive reading, committing to
memory, and reverie are what study is all about. Since no one has in-
formed them differently, these young people will persist in their mis-
conceptions as long as they are allowed to. Those who go to college
will take the false concept of study along with them, and meet a chal-
lenge of increased study loads with inadequate tools. Some will be-
come memory drudges, mired in inefficiency; others will drop the
“hard” courses, only to begin a pathetic search for “easy” courses;
a few will feel totally overwhelmed and drop the whole effort with an
attitude of bitterness; and, still others will compromise their standards
with any expedient at their disposal. There is ample evidence that this
situation of students who were never taught to study tends to en-
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gender feelings of distrust and hostility displayed by college enrollees
toward college course requirements and instructors.

Instead of merely wringing our hands at the thought of the de-
plorable situation, we teachers need to take an entirely new look at
the rationale of study formulas, to rethink the purposes and rechannel
the dircctions. When first established as a systemn, the aim was to make
study methodical and therefore more efficient. Let us review the parts
briefly. The first step is the survey or preview step, meant to give the
student a broad picture of the work to be covered, to furnish gencral
impressions through skimming all the material. Step two, translating
headings and sub-heads into questions, serves to build interest and
make the reading step a more purposeful activity. Reading the mate-
rial, the third step, thus has been prepared for in the previous steps.
Stage four in the process is usually described as the recitation step, in
which the student makes sure that he has understood the ideas pre-
sented, by restating notes and outlines in fleshed-out form. The ffth
step, designed for the purpose of retention, is thought of as reviewing,
and involves a reorganization of the materials, implying preparation
for a test.

Put in this way, the study formula cannot well be of use to either
teacher or student. If we merely explain and promote one kind of
study formula or another, we approach the problem of studying and
learning from the wrong direction. When a student knows the steps of
a study formula, but has no conviction about the value of his investi-
gation, he 1s no better off than a person with a checkbook but no
account in the bank.

We propose the insertion of two more elements into the study
formula. Previous to the first step of introducing units or subjects in
the classroom, we need to add the pre-stage of student involvement.
To our final step of review for retention, we need to add a post-stage
called reflection. Let’s see how we may best benefit from these twe con-
cepts, by bringing them to action in our student groups, in order to
rid ourselves forever of the apathy that seems to stall many developing
minds in some secondary schools.

In using a cooperative planning method, the teacher merely keeps
the components of the study formula in mind, so that cach part may
be worked into the process in its appropriate place. It is never overtly
employed.

Here the art of teaching consists of making it seem to each student
that he is on a personal journey of discovery. By comparison, a guided
tour in the text is dullness itself. The teacher poses a situation that
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prevails, locally or world-wide, whether the class is in mechanics,

problems and reality of the situation. Now the class members see
themselves within the picture, since it involves their future. And, in
presenting these problematic facts of life to students, the teacher also
gains stature among those youngsters who are looking for tecachers
who are “real.”

One teacher brings a few issues of the Congressional Record to
class, not to read the dull deliberations, but to demonstrate the many
ways in which people and local units of government are constantly call-
ing for federal attention. The teacher asks the pupils to list the range
of topics covered in a given number of pages. Beginning casually, stu-
dents become aware of monumental problems and complex dilemmas
facing elected representatives. They also come to realize that they
themselves will have many of these same problems to work out in to-
morrow’s world, when they will be the responsible leaders of society.
They become acquainted with such matters as starving people be-
cause of ignorance of land use, prevalence of crime because of our
failure to educate, violence because of prejudice, and destruction be-
cause of greed. Recently, a letter written to a senator from Jacques
Cousteau was entered in the RECORD. The author predicted that
man will become extinct in fifty years because he has not learned how
to use our most precious commodity, water. Our oceans, he says, are
living things which we are killing by our practices, and our ignorance
will cause our own end. Read in class, the compelling letter caused
concern and a highly motivated search for information that crossed
four discipline lines.

Class members can be guided to ask the very questions that will
provide the core of concepts and understandings they will need in the
subject field. If they are next given the keys to the library, so to speak,
the students will gain some much needed self-reliance in the second
stage of gathering information. It can be of special value if the teacher
helps students see the difference between critical information and
trivial data.

We may bring the third ingredient in at this point, to say that
organization of information combines both practice and application of
good reading and study skills under the ideal! conditions of a sincere
search for answers to real problems. Students will learn about the rela-
tive importance of the information they have gathered when they
reach the crucial stage of the reflection period. While this step may
take the form of a rambling class discussion, the process of crystallizing
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one’s impressions into sentences, and the way in which one person
measures his ideas by setting them next to the thoughts of others—
these are the comparisons and contrasts which lead to practical reten-
tion and learning. Although the problems considered are not resolved,
the benefits incurred from the discussions are inestimable.

In summary, a teacher’s work in the classroom will be more produc-
tive if he uses a study formula in planning advance work, rather than
merely making assignments and recommending the study formula.
The point is that exhorting students to study harder is futile when
many young people have not learned that they must become affec-
tively involved if they are to educate themselves.

It would be, therefore, of great benefit to classes in high school to
begin each period with a picture of a problem situation. In our modern
interdependent society, it should not be difficult to demonstrate that
every problem involves us all. When discussion leads to step two, stu-
dents organize and seek documentation to support all the ideas they
have created for possible solutions. The information is gathered, organ-
ized, and brought to class sessions.

Along with the highly democratic business of talking over tne in-
formation which committees and individuals have brought to class,
steps four and five may be made more valuable as each member
writes his conclusions, summarizing his own ideas, and refining his
pictures of the possible ways to solve problems. We can include all the
basic skills in reading, writing, listening, and speaking in this project
to involve all students in current important matters.

Reflection is emphasized in this article as an antidote to the sickness
of students going mechanically through the motions of study, when in
truth nothing is happening at all. Reflection is also emphasized as a
loud plea to teachers who frequently skip the step entirely because they
have their eyes on the calendar. Teachers sometimes say, “We have to
cover this by May 10,” and demean the importance of the subject
they teach.

We recommend the sort of teacher who draws his students into a
magic circle by focusing all eyes on problems, issues, matters for serious
attention. The class discusses (usually with some emotion—possibly
prejudice) and finally reaches the strategic juncture at which a stu-
dent says “Don’t we have to know more than we know, to talk about
that?”

Think of all the matters which require deliberation by Amecrica’s
future leaders in this school year! What math class could turn down the
ramifications of current inflation charts? Why wouldn’t science classes
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want to investigate the charges and counter-charges surrounding food
additives? Why is nuclear power development encountering slow-
downs? Why are consumers saying Ralph Nader is costing them $500
a year in safety gadgets? Why do executives complain about the
“plight” of the American language? Can we rebuild America’s farm
land? Why are many American manufacturing companies foreign
owned? Should a city declare itself overpopulated?

Answers to any of these questions (albeit answers do not always
provide solutions) could be found first, by becoming concerned, then
doing the necessary gathering of information, organizing the informa-
tion in an orderly fashion so that reflection on the big question will be
a logical outgrowth. The approach will have avoided the mechanical
type of cursory reading that sometimes passes for study; instead, the
students will have built a habit of aggressive reading which comes as a
result of knowing what one is looking for in texts and reference
volumes.
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Dear Editor,

The State University of New York conducted a study of the reading
interests of adults whose reading level was below third grade. The re-
sults (printed below) were interesting, and I began to wonder whether
those interests would match the ones of college students who were tak-
ing a reading improvement course. This naturally led me to wondering
how well formal reading programs match the interests of their students.

The college students who acted as my subjects were 19 men and 8
women who were taking a reading improvement course at a university.
The formal reading program I chose to examine was the SRA IV A,
College Level Series. This consists of seven reading levels, with twenty
reading selections in each one, for a total of 140 selections.

STATE UNIVERSITY OF NEW YORK'’S
RANK ORDERING OF THE READING INTERESTS
OF ADULTS READING BELOW THIRD GRADE LEVEL

1. Family and self-improvement 6. Social studies, history & civics
2. Jobs 7. Children

3. Health 8. Animals

4. Religion 9. Humor

5. Science 10. Sports, adventure & travel



38—rh
CONTENTS OF

COLLEGE STUDENTS PREFERENCES SRAIV A,
COLLEGE LEVEL
MALE FEMALE SERIES
1. Sports, adventure 1. Children 1. 64 Social studies,
and travel history and civics
2. Humor 2. Social studies, 2. 28 Science
history and civics
3. Animals 3. Family 3. 22 Sports, adven-
ture and travel
4. Health 4. Humor 4. 7 Humor
5. Family 5. Sports 5. 7 Jobs
6. Jobs 6. Animals 6. 5 Family and self
7. Social studies, 7. Health 7. 4 Animals
history and civics
8. Science 8. Jobs 8. 2 Religion
9. Children 9. Religion 9. .1 Health
10. Religion 10. Science 10. O Children

By looking at the male and female preference charts in relation to
the overall content chart I find a few basic points calling out for the
need of a new SRA series. While science is disliked by both sexes,
SRA contains 28 science articles, its second largest category. Subject
matter liked by both groups exist in very small numbers. Female college
students chose “children” as their favorite, yet SRA had no articles on
this subject. Humorous articles were sccond choice for males and
fourth for females, yvet there were only 7 humorous articles of a total
of 140.

I think that the number of science articles should be greatly re-
duced so as to allow a more equitable distribution in the other arcas.
I also question the dominance of a few subjects because 1 should think
it would be detrimental to the main purpose of trying to hold every
reader’s interest. I wonder too who decided which categories to con-
centrate on, and how they arrived at this decision, because according
to all three preference charts, the actual choices SRA made are poor.
One last point is that out of one hundred and forty authors only
twenty-three were females.

My basic conclusion is that SRA needs more concern for what
people would like to read, rather than what they think they should
read.

Sincerely,

Valerie Hill



TEN-SECOND REVIEWS

Betty L. Hagberg

“Learning to read is one of the most complex tasks that a
human being accomplishes in his lifetime. The amazing thing
is not that a few people fail, but that so many succeed.”

—G. Robert Carlsen

Ahern, Patricia Russell, “Tuned in to Parents, Reading Hits the Ger=
man Airwaves,” The Reading Teacher, (April, 1974), 27:676-679.

Julie Chan is living with her husband who is stationed with
the U.S. Army in Niirnberg, Germany. Julie noted a nced for
channeling reading information to parents. She believes that
“people would do better if they knew better.” On this belief was
built the entire program she initiated. Her plan was to air a
year-long series of ten-minute broadcasts entitled “Getting Your
Child Off to a Good Start in Reading” over the American
Forces Radio Network. The broadcasts became so popular that
the program is developing and expanding the series to its tele-
vision network. Eventually the program will reach 300,000 mili-
tary personnel in Germany, Belgium, and Holland. The weekly
shows discuss parental concerns in four broad areas: 1) the pre-
school years; 2) the child and beginning reading; 3) the child
who can read but won’t; 4) the child with reading problems.
The article describes the format of these innovative programs
in detail.

Ammon, Richard, ‘“Reading Aloud: For What Purpose?” The Read-
ing Teacher, (January, 1974), 27:342-346.

The author presents an overview of the current arguments
favoring oral reading. They are: 1) to evaluate children’s pro-
gress, 2) to practice reading, 3) to entertain or inform others,
4) all of the above. Each of these arguments is reviewed in
depth and some pertinent questions raised as to their validity

for teachers of reading in 1974. You be the judge!

Alexander, J. Estill, and Ronald Claude Filler, “Group Cohesiveness
and Reading Instruction,” The Reading Teacher, (February,
1974), 27:446-450.

Grouping in elementary classrooms is a common practice.
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These authors suggest, however, that serious consideration be
given grouping, particularly ability grouping. This particular
form may be open to question psychologically, since this group-
ing plan often leads to low cohesiveness (and possibly lower
achievement) in middle and low groups. The authors state that
there 1s a need for more rescarch to verify these findings. The
article goes on to list several implications for teachers drawn

from this social philosophy.

Bateman, Barbara D., “Educational Implications for Minimal Brain
Dysfunction,” The Reading Teacher, (April, 1974), 27:662-668.

The author brings together much research and opinion
dealing with minimal brain dysfunction (MBD) and its rela-
tionship to educational practices. There is much disagreement
at present as to just how much effect a diagnosis of MBD has
on a child’s ability to learn. How these children learn and the
best educational procedures used to teach these children are
problems which require much more research before they can be
answered intelligently.

Baxter, Katherine B., “Combating the Influence of Black Stereotypes
in Children’s Books,” The Reading Teacher, {March, 1974),
27:540-544.

This article reiterates again the absolute necessity for critical
evaluation of children’s books, especially where Black stereo-
typing is concerned. It is very discomforting to recognize bias in
books, but it is even more unnerving to realize that there is a
real tendency for whites to read such books without that recog-
nition. She challenges us to THINK about what we read. Also
included in the article were some questions which outline
standards for adequate book evaluation and a bibliography of
books dealing with the subject of evaluating children’s books
in terms of stereotyping.

Bernstein, Joanne, “The Changing Roles of Females in Books for
Young Children,” The Reading Teacher, (March, 1974),
27:545-549.

This article points out the meager number of children’s
books with a female protagonist. Bernstein states that books
about boys outnumber books about girls by at least six to one.
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She then goes on to name and quickly analyze twenty-two books
which she considers to be well done and worthy of special men-
tion in this area of females in books. She finishes by challenging
publishers to take note of the article and then to do something
about the lack.

Church, Marilyn, “Does Visual Perceptual Training Help Beginning
Readers?” The Reading Teacher, { January, 1974}, 27:361-364.

The purpose of the reported study is to answer these ques-
tions: 1) Can visual perceptual ability be improved by the
use of workbooks designed especially for the purpose? 2) Can
visual perceptual ability be improved by the use of informal
gamelike materials designed especially for that purpose? 3)
Which of the two kinds of perceptual training best prepares
children to score well on the subtests of the Metropolitan Read-
ing Test as well as the total score? 4) Which kind of visual per-
formance training contributes more to reading performance at
first grade level? Findings suggest that a formal program of
training in visual perception was not superior to a well planned
iformal program either in producing better results on a visual
perception measure or on a reading achievement test. The
author suggests that since the results of the study show the
measurable differences between groups to be very small, other
aspects of both methods should be considered.

Ekwall, Eldon E., “Should Repetitions be Counted as Errors?” The
Reading Teacher, { January, 1974), 27:365-367.

There is considerable disagreement as to whether repetitions
should be counted as errors when administering an informal
reading inventory. Since there is almost universal agreement on
the criteria for determining the independent level, the instruc-
tional level, and the frustration level of a student’s reading abil-
ity, we must also agree on what to count as errors if we are to
agree on the level placement of students who make numerous
repetitions when reading. Through the use of a polygraph, the
author measured the physiological frustration reading level of
students while they read informal reading inventory passages.
The author suggests that all repetitions be counted as errors
when administering an informal reading inventory. If not, a
teacher is likely to place a child at a reading level which is too
difficult for him.
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Gibbons, Robert D., “Beware the Home Eve Test for Preschoolers,”
The Reading Teacher, {March, 1971}, 27:566-571.

In this article, Dr. Gibbons states the nced for adequate
near vision, distance vision, binocular coordination, and field of
vision for any child. If a student has inadequacies in one or
more of these four areas, mastery of reading skills may be diffi-
cult. He then warns against the use of the Home Eye Test for
Preschoolers; and the use of the Snellen chart alone for indi-
cating visual problems in school children. According to him,
60-70% of the children requiring professional visual care
would be overlooked if these two tests were the only criteria
used to determine visual adequacy.

Virginia Boyce, in an article of response to Dr. Gibbons,
points out that he misinterpreted the intended use of these
tests. She states that “The Test” 1s a screening device and 1in its
preface clearly states that it should in no way replace a com-
plete eye examination for every child entering school. She claims
that the major purpose of “The Test” is to alert parents and
the public to the importance of early detection and treatment of
vision problems.

Groff, Patrick, “The Topsy Turvy World of Sight Words,” T'he Read-
ing Teacher, (March, 1974), 27:572-577.

The author presents several picces of research which dispute
many of the well known and often assumed truths about teach-
ing sight words. Among his arguments are the claims that chil-
dren discriminate parts of words from the time they begin to
read and that the shape of a word is the least-used cue to its
recognition by beginning readers. He calls for reform in the
kind of information given reading teachers about sight words
and concludes that more research is needed about the ways in
which young children develop their powers of word
identification.

Hammill, Donald, and Goodman, Libby, and Wiederholt, J. Lee,
“Visual Motor Processes: Can We Train Them?” The Reading
Teacher, (February, 1974), 27:469-476.

These authors question the great emphasis placed on visual-
motor training in our schools today. They wonder if the alloca-
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tion of time, the expenditure of funds, and the efforts of teach-
ers and children have been worthwhile. After carefully review-
ing the Frostig-Horne program and the Kephart-Getman tech-
niques, they report the findings of their own studies in this area
of visual-motor training. They conclude that the value of per-
ceptual training, especially those programs often used in schools,
has not been clearly established. Their studies substantiate their
conclusions.

Hillerich, Robert L., “Word Lists—Getting It All Together,” The
Reading Teacher, (January, 1974), 27:353-359.

This article compares and analyzes fourteen vocabulary
studies for the following purposes: 1) to explore patterns of
variation among word lists and 2) to present an updated basic
vocabulary that minimizes the bias of individual counts. Find-
ings substantiate the author’s earlier hypothesis that variation
in word counts is more related to the original source of the
words than it is to the date the study was done. Also, in an effort
to avoid the bias of limiting a basic word list to a particular
source, the writer compiled and developed a composite list.
This list 1s based on the 500 most frequently used words from
five different counts. Sources for the count include the old and
new, juvenile and adult writing, juvenile and adult printed
material. The author feels that since reading and writing are
related and mutually reinforcing a single composite list is pref-
erable to separate lists for present and future, reading and
writing, and library and textbook reading because such an ap-
proach leads to “hopeless fragmentation.”

Hood, Joyce, “Why We Burned Our Basic Vocabulary Cards,” The
Reading Teacher, (March, 1974), 27:579-582.

Ms. Hood reports that she really did burn her supply of
basic sight words. She contends that: 1) words should always
be taught in context, 2) phrase cards are more effective than
word cards, 3) the child must practice these words in a story.
Several teaching tips are given in the article and she stresses
keeping any kind of reading skill drill in its place—three to five
minutes a day. Often good reading exercises go bad when we
forget that these are only means to an end and not the end
themselves.
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Jones, Margaret B., and Edna C. Pikulski, “Cloze for the Classroom,”
Journal of Reading, Intcrnational Reading Association, Newark,

(March, 1974), 26:432-438.

Teachers need a quick, efficient, yet reasonably accurate
means for determining appropriate pupil placement in reading
materials. Some validity for informal reading inventories is
often assumed since they are constructed from classroom mate-
rials and administered using techniques similar to those used
in teaching situations. Because cloze can be developed in com-
parable materials and also be administered in a teaching situ-
ation, high correlations would appear likely, which suggests that
the cloze procedure would also be a valid testing device. The
cloze test can approximate reading inventory levels on an in-
formal reading inventory 70-809% of the time. Since it takes
only a short time to administer, the authors recommend its use
to the classroom teacher.

Karlson, Bjorn, and Blocker, Margaret, “Black Children and Con-
sonant Blends,” The Reading Teacher, (February, 1974),
27:462-463.

Karlson and Blocker’s study shows that Black children gen-
erally do have problems pronouncing final consonant blends.
This generalization, however, does not extend itself to include
problems in discriminating final consonant blends auditorally.
Black children do perceive them and they can differentiate
between words that they may pronounce the same. The
authors cite the following example: “Although they might pro-
nounce ‘belt’ as ‘bell’ when they read it or listen to it pro-
nounced, they know that the word is ‘belt’ and they know what
it means.”

Livingston, Myra C., “Children’s Literature—in Chaos, a Creative
Weapon,” The Reading Teacher, (March, 1974), 27:534-539.

Today, as the market is being flooded with children’s books,
Mpyra Livingston makes a plea to all adults to “keep in touch
with chaos.” She challenges us to rely on ourselves and our
judgment, not entirely on a book reviewer’s comment about a
certain book. She emphasizes teaching “real literature,” not
watered down books, for in so doing, we cheat the child.
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Know books, know your children, so that you may guide them
to the right books at precisely the right moment!

Maloney, John D., “Developing Independent Learners In the Com-
munity College,” Journal of Reading, International Reading As-
sociation, Newark, (March, 1974), 17:457-461.

At Ohlone College, California, a comprehensive program
has been designed to help all students in college become inde-
pendent learners. Eight individualized skill building courses with
61 video tapes were developed. Each course carries one unit of
credit in English. The final major component of this compre-
hensive program for developing independent learners consists
of a sixty-page Tutor’s Handbook developed for use by subject
area tutors who tutor fellow students on campus. Instructors
make use of this convenient source of information available to
them by discussing the reading center’s services with students.
The reading instructor is often invited into classes of other in-
structors to describe the reading services available on their
campus. The goal is to develop independent and responsible
learners.

Mazurkiewicz, Albert J., Reading: An Introduction (film), Jab Press,
Inc,, P.O. Box 213, Fair Lawn, New Jersey 07410.

This film 1s for use in the elementary school. It focuses atten-
tion on four basic approaches to the teaching of reading. The
film takes the audience into live classrooms to view children
learning to read using the basal, phonics, reformed orthography,
and linguistic approaches.

Messer, Wallace, “Flexible Staffing—Another Path to Individualized
Reading Instruction,” T'he Reading T'eacher, (February, 1974),
27:454-457.

The author feels that too few opportunities exist for teach-
ers to share their knowledge and expericnces with their col-
leagues and to learn from one another. He suggests three prac-
tical staffing arrangements which would invite more indi-
vidualized instruction, thus giving children more personalized
attention.
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Palardy, J. Michael, “For Johnny’s Reading Sake,” Early Reading
Experiences For Young Children, (Heath Lowry and jJerry King,
editors), M.S.S. Information Corporation, New York, 1974, pp.
38-42.

Both the literature and the classroom teacher support the
contention that boys very often do less well in beginning reading
than girls. The authors indicate that there are three different ex-
planations given for boys’ failure to achieve as well as girls.
First, it is indicated that boys mature physically and mentally
at a slower rate than girls. Second, content of basal readers is
less appealing to boys. Third, teachers in early grades are usually
women and are said to conflict more with the personality traits
of boys. Without denying these explanations there seems to be
another possibility according to the author. He suggests that
some boys are less successful than girls in beginning reading be-
cause their teachers expect them to be less successful. Polardy
discusses this hypothesis and the sequential stages involved in
this rationale. He indicates briefly some of the tasks that lie
ahead to obtain data to answer the question about boys’ success
in beginning reading.

Pendrak, Michael, “Performance Contracting and the Secondary Read-
ing Lab” Journal of Reading, International Reading Association,
Newark, (March, 1974), 17:453-456.

Every student entering Morris Knolls High School, Denville,
New Jersey is given the California Junior High Reading Test in
their eighth grade year. Selected students come to the reading
lab from their English class once a week. Since reading escapes
grading, performance contracting in the reading lab provides
the motivational reward. Students are given folders for their in-
dividual assignments and progress charts. The reading instruc-
tor keeps a duplhicate folder to record diagnosis and remedia-
tion. Contracting is used to give the student a program which
recognizes and emphasizes individual needs. It also offers the
student a tangible plan as he chooses the amount of work 1n
proportion to the grade he hopes to achieve in his English class.

Pikulski, John J., “Assessment of Pre-Reading Skills: A Review of
Frequently Employed Measures,” Reading World ({formerly known
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as The Journal of the Reading Specialist), The College Reading
Association, York, Pennsylvania, (March, 1974), 13:171-197.

In the survey the author discusses recent investigations of
several instruments that have received particular attention in
evaluating the pre-first grade child. In the investigations of
several leading intelligence tests, the Bender Gestalt Test, The
Development Test of Visual Perception, and the Illinois Test
of Psycholinguistic Abilities attention is given primarily to the
question: “What and how is the child ready to learn?” Accord-
ing to this article, the instruments surveyed do appear to have
merit in understanding the prerequisites for reading.

Roser, Nancy L., “Electric Company Critique: Can Great be Good
Enough?’ The Reading Teacher, (April, 1974), 27:680-684.

Since children in fifty countries of the world tune in Electric
Company, this author feels that the time has come for a serious
evaluation of how this television phenomenon affects childrer’s
reading and attitudes toward reading. She feels that the pro-
gram has done an excellent job in motivating children to decode
words and that this is precisely its stated purpose. Ms. Roser
questions, however, whether more empbhasis shouldn’t be placed
on comprehension and on appreciation for reading as a part of
the total communication process.

Rosner, Jerome, “Auditory Analysis Training with Pre-readers,” The
Reading Teacher, (January, 1974), 27:379-383.

Based on the premise that there is a close relationship be-
tween children’s primary grade reading achievement and their
auditory perceptual skills, the author goes on to report his study
in this area. Rosner’s study supports the argument that it is pos-
sible to teach auditory analysis skills well in advance of reading
instruction, thereby dealing effectively with one aptitude that 1s
closely related to reading achievement.

Rude, Robert T., “Readiness Tests: Implications For Early Childhood
Education,” Early Reading Experiences For Young Children,
(Heath Lowry and Jerry King, editors), M.S.S. Information
Corporation, New York, 1974, pp. 38-42.

This paper investigates the specific content and format of
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five major reading readiness batteries: the Metropolitan Readi-

%At Yoo diw PR DR o
Nness ;psto, iV uxy}.y-Duucu neaaing Readiness numyaw, Gates-

MacGinitie Reading Test-Readiness Skills; and the Harrison-
Stroud Reading Readiness Profiles. Reading readiness test
authors disagree as to what constitutes reading readiness skills.
Another implication to teachers of beginning readers is that
teachers must realize that readiness tests measure a limited
number of readiness skills. For instance, attention span and ex-
periential background are not measured in the five tests exam-
ined. Still another implication is that there is almost no evi-
dence that the increased teaching of these skills will ensure suc-
cess in learning to read. An important point teachers must not
overlook is that test authors usually report their readiness tests
to be predictive, not diagnostic in nature.

Sack, Allan, “Notetaking As An Extension of Comprehension,” Read-
ing World, The College Reading Association, York, Pennsylvania,
(May, 1974), 13:281-306.

The author introduces and explains in some detail the Sack-
Yourman method of note-taking. In this plan the skill of note-
taking is introduced and explained by leading the student
through practice sessions with guided activities. Textbooks and
taped lectures are used. Application to students’ own texts and
lectures is the end result of the Sack-Yourman Notetaking
Method.

Santeusano, Richard P., “Do College Reading Programs Serve Their
Purpose?” Reading World, The College Reading Association,
York, Pennsylvania, (May, 1974), 13:258-271.

College reading-study skills (CRSS) programs have become
widespread since Abell at Wellesley College in 1894 first at-
tempted to help college students read more effectively. Accord-
ing to the author’s summary of various research reports the
participation in a CRSS program does not result in students
attaining a higher GPA. He indicates that it is probable that
CRSS programs would be more effective if instructors provided
different teaching methods for different students. Santeusano
points out the need for ATI (aptitude-treatment-interactions)
research in reading. CRSS programs would then develop al-
ternative instructional programs so that optimal educational
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payolf would be obtamned as students were assigned to different
alternative programs.

Savage, John F., “How to Teach Reading?” Early Reading Experi-
ences For Young Children, (Heath Lowry and Jerry D. King, edi-

tors), M.S.S. Information Corporation, New York, 1974, pp.
158-169.

Today’s teacher has much to choose from in deciding how
to teach reading. Which shall we choose? The author summar-
1zes seven approaches: the basal reader. individualized reading,
the language experience approach, the linguistic method, i/t/a,
programmed reading, and words in color. Always comes the
crucial question, which one is best? Fame and wealth await the
person who proves he has the best way to teach reading. The
author suggests while we await the answer that we are still faced
with doing our best with the best we have. There is merit in
cach of the approaches he describes. In conclusion he states that
the teacher’s enthusiasm and commitment to an approach is
most often the major factor in determining its success.

Sawyer. Diane J.. “The Diagnostic Mystique—A Point of View,” The
Reading Teacher, (March, 1974), 27:555-561.

The “diagnostic mystique” referred to in the title of this
article 1s explained by the author as being the belief that a skill
oriented assessment of a child’s reading behavior by a reading
expert is the last word in diagnostic workups. If we can zero in
on a child’s skill deficiencies, a child will progress. Sawyer sug-
gests that this too simple attitude must be altered and replaced
because a disabled reader is a problem solver, an individual who
interacts with his environment. He is not simply a child who is
deficient in some particular reading skill. She presents a strong
case for reviewing our present diagnostic techniques and sug-
gests that perhaps our future efforts should focus on learning
more about the learner and learning stvles.

Spiegel, Dixie Lee, “Holistic Approach to Diagnosis and Remecdia-
tion,” T'he Reading Teacher, (January, 1974), 27:370-374.

The theory that reading is a holistic process (an entity in
itself and not just the sum of various decoding and comprehen-
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sion skills) is one that is rapidly gaining acceptance, according
to the author. This view of reading as a process of deriving
meaning has important implications for diagnosis and remedia-
tion techniques. She states these implications clearly and under-
standably. The author warns against entirely ignoring decoding
in favor of comprehension. She suggests a healthy balance be-

tween the two approaches.
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Holt, Rinehart and Winston, Inc.

7:30 P.M., West Ballroom, University Student Center, Western
Michigan University

SUNDAY, MONDAY, AND TUESDAY
APRIL 13, 14, and 15, 1975 '

“Models of Teaching Reading,” Eighteenth Annual Meeting, Michi-
gan Reading Association, Grand Rapids Civic Center

SATURDAY, APRIL 26, 1975
Reading Talkshop and Business Meeting
9:30 Brunch, Holiday Inn {Expressway), Carriage Room

MONDAY, MAY 12, 1975
through
FRIDAY, MAY 16, 1975
Twentieth Annual Conference
International Reading Association, New York City, New York
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