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Classroom Strategies for Secohdary Reading shows very effectively the con-
tinuing contribution that the International Reading Association is making to

_ the improvement of reading at the secondary level. Nog only is“iSlis volume

itself an important contributign, byt all save one of/tﬁe articles‘that com-
prise it first appeared in one ol.the Association’s journals. Both the original

" and the lasting value of these articles—and of the journals—are illustrated

by the inclusion of the articles in this helpful cyéction.

John Harker, editor of this volume, has a? eda contribut,ion’ofhis own by
his g_areful selection of the articles and, pafticularly, by the ‘érganization he
has given them. Be sure you take the time'to read his introduction. The ideas
that shaped the volume add to the val& of reading the articles, of course,
but they are ‘aI}o useful guides to sh:;ping secondary reading programs.
S g P ’

s s o Walter H. MacGinitie, President
R “ / * International Reading Association

A T 1976-1977
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'INTRODUCTION .

3

While most secondary content arca teachers recognize the importance of
reading and study skills for successful student’learning. many feel ill-pre-
pared to teach these skills. Teachers feel the nged to “*do something about

-reading,” but they are not sure what this “*something® is. When they turn to

the professional periodical literature for direction, they find themselves con-
fronted by a mass of undigested material. The result is further confusion
rather than clear guidance.

-Hopefully, this publication will help. '

This volume is intended for secontary content arga classroom teachers
and for all those able to help these teachers, includfng school rcadmg spe-
cialists, consultants. and administrators. The booklet\s made up of selected
portions of articles.from recent periodical literature dgaling with secondary
reading. These articles have been chosen dcliberately Yo meet-the practical
requ1remenls of content area teachers who-want to teach reading, but who
are unsure of where to begin and what to do. The five sections within the
book are organized to guide teachers thro gh a sequence of steps that can
result in the development of successful classroom reading programs. At the
same time, the volume is sufficiently flexible that individual sections and arti-
cles may be consulted in isoldtion for assistance with particular topics.

“Overall, the volume is intended to illustrate that successful'reading

grams can begin with the cfforts of individual teachers who take steps qn

" their own classrooms ‘to teach students how to Iedrn more effectively
through readmg o ‘ .

6



Inordér to teach-readjng and study skill¥ along with content, it is first |
‘necessary togstablish student reading and study skills status with respect to’
specitic content arcadearning tasks. Section one gives direction in how te
assess this statis. Assessment will alnjost always feveal s wide diversitysand
rangé of student reading and study skills needs which must be accom-
modated by -the instructional matrials used in the classroom. Section two
provides guidance in selectirfg gontent arca instiuctional materials which ac-
commodate students’ reading and stidy skills needsind which also contain
the content required to meet content area lcurhing objectives. The articles in
section three ittusteate general classroom instructional strategies through
which student centered learning environments can be created. Section four
focuses on specific methods for teaching particubar reading and study skills
- withir the framework of the general inslrug:linnul'slml?gics outlined in sec-

tion three. The fifth section provides guidance for the development of
classroom reading and study.skills programs which coherently integrate the
various program clements described ilvl the previous four sections, :
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v T : Section One *

S

" Effective "ledc.hmgﬁ)eglns with lhe dsst..ssmcnl of students’ reading
. and study skills status. Before assessment takes placg, however; .
two things are rcqunred First, content area instructional objec-
tlves——-lhe actual content area learning outcomes that are to result
frdm instruction - skould be clearly estyblished. Then, by' ldkmg the

pldcq of the sludenls and by thinking through the learning tasks"

“students must pt.rform in order tv.achieve content area learning ob-

“jectives,the teacher can determine the reddmg and study skills

students will need for this I?drmng In determining- these skills, -
- cohsideration should_ hr..gwen such faetors as students’ previous

experience with the conlenl of the material lo be read, the teaching ’

methods to be employcd and the degrec ofmdcpcm}cnce in learning
7, to be expected. :

» Once the reddmg and siud_y skills necessary for' conlent learning
N have been deggrniined; the ‘extent to which students possess these
‘skills can be assessed™ Atthis poml a decision must be made as to
. whether it is more advisable to build an informal teacher mao{e test,
or wh&her sludenl proficiency can be assessed accurately by the se-
lection of an ‘appropriate standardized test. Once tests have'been -
selected, admmlslered and scored, local nogms can be developed to
determine the relative abilities of individual students or to compare
the performance ofsludenls in different years.

This section conla ns three articles whlch describe .how to
measure sfudenl reading status. In the first, Ahrendt and Haselton .
outline hoy an informal test. of reading and sludy skills can be

' déveloped by drawing directly upon the content area material used
in the classrdom. Mavrogenes. and. others categorize and-evaluate
. the.various standardized'reading tests available, and Fry gives clear
direction gn how local norms can be devel’oped and used. o

. L
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- . . . . .
‘0 What specific questions should feachers mk themselves inorder o constriwetvalid mformak
- B . “

skills inventories? 3 .

i I3

» INFORMAL SKILLS ASSESSMENT"OR

. INDIVIDUALIZED INSTRUCTION

Kenneth M. Ahrendt
Shirley . Hasclton’
Oregon State University

]
.

The preassessment of what the pupil brihgs to the course is

[

4

”

ssential for suc-

cessful teaching in cither a groyp™or an individualized situation. A simple.,
.assessment of whether a student can read, rreeds help in reading, or cannol

weaknesses if he/she ifto attain maximum®enefits fFom

particular content area clussroem. .

rread does not éogslilux‘;‘n adequate evaluation of a student’s strengths and

The secopgdary teacher may ot be qualified t. give reading inslruglipn'vlo

instruction im a
.\

\
\

N

students lacking basic skills:. there is little justification in“the content, A
‘teacher’s own field; he is,nog a reading specialist. Spache (1963) suggests itis

the responsibility of the content area teacher to make the most.cflective,use
of any written materials which might further stydent understanding of the "
skills, processes, and knowledge related to that particular content. ‘ ,

Only when teachers realize that not all students possess the same skills
and abilities will they make adjostments in teaching techniques to accom-
modate the needs of the individuals in their classrooms. Because reither

. standardized tests nor the Group Informal Reading Inventory previde
sufficient information” about a secondary student’s readiness for leacning the
content material of a specific class, each potential teacher at Oregon State
University constructs his ewn evaluation instrument for his own content

area. This prea'ss}’ssmenl 0 ’:;énlry behavior measurement follows the sug-‘
gestions laid.out by Viox (19683 with the embellishment of Gorow (1972yand

Weigand (1971). We call it lh'c}lnformal Skills Inventory.

Adapted from Journal of Reading. 17 (October 1973), 52-57.

i-‘.,, ay

.2 ) , y 9 \‘\
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- Thc purposc of ihls inventory ¥ twplald: to ulc.nuf} mdlvndu.ll -Jull weitk-
hnessc% and slrenglhﬁ and to identily. the amount of h.u.kgruund mlorm.uum,
ﬂr raw mulerlu‘ possessed by the student. bnopder Ior the secondary te: |uhur
copslrucl administer, and evaluate such an instrument, e must first’ ask
self the followmg questions: |) What knowledge .md skills are nécessary
lmporlanl it iy donu.nl area? 2) What am | going to teach? ) How am
| gOlng to teach? 4) What prior knowledge or skllls must my stpdents have il 4
Q they are lo profit from my instruction? A . - ’

Each lcachcr must answer these questions for hnmsdl since his responses
reflect his values, they will also it.u:rmmc~ his, evaluation of student achicve-
.ment. The Informal Shlls Igven ory, du.lg,m.d 10 assess. the readiness level
‘of each student within a parlu.ular class, in a unique cpeatiomof the teather.
Although skills overlap from one discipline to another, as well as within a
r - single subjccl the approach or m.ner‘;nlmsud is mdlvndu.ﬂnsm :

The follow;ngﬂ an example of an lnformal Skills lnvcnlory writted by a
buhlncss educatingsl, m.uorr:,/\llhough her stodents “have had sm}jﬂprmr
mslrucuon in bool(kupml., she'is about to. bc.gm afew unit on “interest,”
and believes that a prcaswssmcnl of student knowf:.dgc and skllls retfed to
thc topic will guide her in formul.nun;, appropriate mslrucl:on

.

. Using "Viox's, suggeslnons “the u..u.hcr has dmdc.d her inventoty into def-
‘inite segments: 1)\ purpose of the test; 2) directions tovthe teacher this
s inserfed So that any teacher in the ficld, including u substitute,
can adminidter the lstrument; 3)d|ruuons to the students; 4) selections the
teacher used to tap bdckground knowledge: 5) questions tosbe answered by
the studefts™to tesy for technical terminplogy, mathematical problem’ solv-
ing, following Mirektions,” and spelling. This business’ eddcation student
constructed. the inventory on the decisions she made as a teacher,
ddmlnlslercd it to a class, Lomplled the results, and had a clear picturc of the
‘areds of weakness and strength of the pupils she would be teaching. B.m.d on

. this information, she\then developed directed t7c..u.h|ng activities on several

. evels to' accommeodatk for the individual differences in her.class.

Skllls lnven(ory _

« Purpose of the test: To see how accurately students can A) undcrsland
., technical terms related to 'bookkecping, B)'use mathematical knowledge to
solve problems C) follow directions, and D) spcll corrcclly

Drrecnom to teacher -, K : ) W T

. Part A: Look _through ght chapter.or chapters of the next unit to be
“studied and pick out wor s n context which you feel mlghl give your
students z)?m&problems Prepare, or take from lhc text, senlcnccs contain-
" ing | lhese ords gnd ask studenty to gnve a shorl ‘written deﬁnmon of e.u?h

- oo . : N
L 'Ahre’qdwn‘g Has‘e'non . o 3
. S U320
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Purt ‘B I)upln..ll;, for cach student, or printon the board, a simple method
for u)mpuung torest. Fhen give students sever. il pmhlum W llpuu using
~this method,

Part C. Give students directions for preparing.a trial batance, ll would be
best to duplu.u; a copy of dircctions for each student. Also, give cach
student a-trial balunce form and ask him to complete it by following llu. di
rections*you have given.- The amounts or tigures to be used for cach account
could be written on thg board or duplicated with the directions.

Part D. Look through the chapter or chapters to be covered next and pick
oup words you think might be ditlicult for students to spell. Wrpte these
phonctu. illy and ask students to rewrite lhun correctly.

. l 1
Direc tions to \ludvm\ .

In our next unlt we will be lurmng about interest  what it is, how to
figure it, and how to keep records. We will be fearning several new business ,,
.md accounting terms, also. I want to find out how well you: 1) understand
" terms rehating to bookkeceping, 2) comprehend material’common to business
subjects, - 3) follow directions, and 4) spell business terms correctly. This is

. not a test, and you will not be graded. It is an inventory tn be used to try to

get an approximate idea of your skitls at the present time.

»

Part A . . ' -

Directions: The words underlined in the fulluwmg scnt@ are-taken
, from your textbook. From what you read in each sentence, write a short def-
initiom fo# each underlined word. (If you can substitute one word that you
thmk defines or could be substituted for the underlined word, this is fine.)
. Theinterest on the loan has accrued at the cnd of six months (accumu-
Iatt.d) . .
-2, The priceof Wthl has greatly dc.prc.u.ncd now that so many farmers,
are growing it (fallc become less). . v
3. Muiry had o go over and recheck all the books to try to reconcile the
balances (adjust, settie). o
- 4. Mr. Black sent a written rc.qunsltmn st.mng he wnshcd to see the ac-
counts (demand, request).
5. The subsidiary company sends its. dnnu.xl reporl‘s 10 be checked by thc
main company office in New York (auxiliary, secondpry).”

' . : S

" Part B

Al

Directions: A busmesqurson who borrows money is usually requlred to
repay the loan plus a charge for interest. This charge will depend upon the
‘amount borrowed (the principal), the length of time the money is used (the

4. Informal Skills Assessm enl‘foi' Individualized Insiruction '

( . Lo _Ll. -

. -
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“time), and-the percent agreed upon (the rate) Thet total payment or the
maturity value of un amount of money borrowed will be computed as
follows: principal x rate x time - maturiy value Time s u“umul to he one
year in this case, One ygir is equal to 360 days. One month i cqual to 30
days. To figure interest for partinl years and monthy, follow thig example;

On January 12, 1972, 1 borrowed $100 000 at ‘an interest rate of 4% lhe '

. maturity value is to be pamd on September 16, 1972, v
© Junuary has 0 days (day money was borrowed)
. . ' . 12 .
. .o R § remaning davs m the imonth ot '
Lt January
Februury,' ‘ o 210 W days « 7 months -
Adgust : 24 . .
September ) I ~t days (day to berepaid)
M4 - - otal dasson “hlch interest wall be pad

Dwndc this total by 30 (1()days represents g month), "44 v 30 =8 with a
remainder of 4. If the: remainder is less than 15, these days are dropped. If
- the remainder is 15 or more, an extra month will be added. .

Maturity valuc then is equal toprincipal' ($300. 00) x rate (4"’) - $I"-x
ume(8/l2) - $8. Prm,upal + interest = $308. (This is lhcm.lluruy value.)

.
"

Part B Prohlems,
i o
Solvc the followmg interest prohlc.m\ h) the preceding Inrnfula and dm.c

.tlons
1. On May 1, 1972, thl: Baker (ompany b()l’TOWLd $1.000 at a'r: ntcofﬁ%
The toan’ plus ipterest is to be tepaid on, Apnl 1() 1971 Wh.u wm ‘be ghe
. mqlunly value oflhcloan (81 060) : , Ty

2 Mark borrowad $500 on April 16, l97|‘ at a rate ol 5%, . The loan was *
“td"be fepaid wnlh intercst orf- Dcc.cmhcr 29, 1971 Whal ng} thc alurnly
value? (§516) ®

3. Ragers Publishing Company horrowed '$12,000 on. Januarv 6 of this
year at a rate of 6%. They Rave said they will repay the loan with interest in
exactly 10 months. What will be the day of fepayment, and whal wnl] be the
amount they repay? (November 6. $12.600)

4. Montgomery Services loaned $15.,500 to Harper Brolhcrs dl a rate of
-7%, The loan is a 90-day loan begun on Junc 11, 1972, What will be lhe
malunly value of the note and on whal da) will it be repald" (Seplember I,

+ $15.771.25) '

S.-Smith and Sons borrpwed on May 17, 1972, $9, 000 from the bank at a

rate of 8%. They will repay this loan with interest on February 12, 1973

"~ What will be the malunty value? ($9 540) ' . oy
o o 9 e
‘ Ahrendt and Hascllon ) 4 L. ' . 5
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“Part C ' S .
. B . ..

Directions: This® part of the inventory is to determine how well you can

follow directions to prepare a trial balance. The form i§ gwen below, with di-

rectlons-fOr éomplelmg it. Do your besl ) .

- . "

A trial balanc‘e is a test of the Iedget .md mdy requn‘e 'correclions
Therefore ltls usually donein pcncnl (please usea penul) T

’

v

. Dlrecuons for completmg Trial Balance ol . LS.
e ) Henr) Chase oo NS "
Loies o . Trial Balance ' )

: © February 4,972 .
ACCOUNT "THLE - o DEBIT ° | e CREDIT

“Cash. - B . 4,300.00 o
Accounts Recewable) EE ™ 2,000.00 4. =
Equipmeént - Coe— . 1,600.00. oo .. -

. Office Machines . s S 700.007 o Lw
"Everett Brothers ’ P P 00.00 -
.Cooks Hardware. . , o . - 50.00
Hen'ry Cliase, Capital S oo 43.@6@00’0
Henry Chase, Drawing _ 300.00 - -

Totals h : ' $8,900.00 . - $8 '900:00

. %

The company owner is Henry Chase. erle his name centered on

Ime 1. R i “‘*

2. Write the words, Trml B.Jlance on line 2 dlreelly under Henry Chase

3. Writethe currenl d.ne on line 3, directly under Trial Batance.

:4. Assets are listed first in the account title section. Assets are pldCcd*on '

“aline Yith the corresponding balance‘on the same line in the. debit column..
“Begin writing asset accounts and their balances on line 5-with “Cash™ and
continue until you have written .JqI’Llhe assets, and their balances.

5. Liabilities are written after assets. Again, write one I}‘dblllly to a line

with its balance on the same line in the crea’:t «.olumn (You should be start-

-ingonline9.)

6. The capllai account is written after Imblllues Write Hen®y Chase, -

Capllal and place the balance in the credit column on the same line.

7. The drawing account is written after the capllal account. Write Henry
Chase Drawmg .md pIJce the balance.n lhea’ebn columnon the same line.

® The next step afler wrllmg down all the accounts and their b.:lances is to’

" total the debll and credit columns Separately..

8. erte the word Totals on theI” -~ after the drawmg account, bul indent
it 1/2 inch. Then draw one line a-* Jss both columns ana*-\mder the last figure :
you have written. (This will be thc drawihg accgunt figure.) Add the columns

6 : o Injormal Sklllv Asses rmqunr Individualized Inrlrucuon

°13
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r 1[4
and write the totals under the debit and credlt columns on the same line as
< the‘word Totals. &~ ° . . A

9. If the two columns are equal, draw 2 lines under the totals across the:
_'debit and credit columns. If they are not equal, you have made an errof and

néed to recheck your work || o
_Part D ) : '

" Directions: The following words are wntten phonetically and you should .
" have no difficulfy knowing what each word is. I want to know if you can spel/
each word correctly After each word printed, write the correct spellmg as

best youcan. v
3 1

, 1. a-kow’-tunt ok L. accountant
2.8'dnt e o 2. audit
‘3. kin’-séld 3. cancelled
- 4, kron'-o-10j-i-kal 4. chronological
. 5. sT-feér-ing” . . 5. ciphering Lg -
6. kd-mish-lin ' - 6. commission -
7. ég-zémp’-shiin - 7. exemption Y
- 8. né-gd-shi-a-bil -7 ' 8. negotiability .
. 9. pro-pri'é-tér-ship o .9. proprietorship <
-10. ék’-wY-tY . lO.lequit) e

The skills inventory pres‘ented here indicates that the content area
teacher is able to teach- -both subject matter and the related reading skills
“without divorcing one from the other. An analysis of the responses to ques-
“tions helps-the teacherto determine when to use large group, small group, or
individualized instruction.

The ‘goal of good teaching is to afford each student with a successful
*experience in content area classes so that he develops a positive self-concept
about Iearm}1g The content area teacher, secure in the knowledge that there
are technigues for doing the ‘things reading specialists claim should b€ done
.in the secondary classroom develops'and maintains a positive concept about _
teachmg Coo '
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o What are the distinguishing characteristics aflhefour kinds of standardized reading tests
. identified by the authors?
" "e Under what circumstances should each kmd oftest be used’ .

o What caunonsfor the use of.uamlarduf readmg lesls are indic aled by the test evaluations?

L)

CONCISE ‘GUIDE
TO STANDARDIZED SECONDARY
AND COLLEGE READING TESTS

Nancy A. M.xvrogcnes *
Carol K. Winkley
Earl Hanson -
Richard T. Vacca .
’ ( : Northern llinois University

The 1RA Evaluation of Tests Committee receritly published, as part’of th
Reading Aids Series, Reading Tests for the Secondary Grades: A Revie
~ .and Evaluation (Blanton, Farr, Tuinman, 1972) to help secondary teachers
Iocate appropriate tests for classroom use. Edward Fry’s review (1973) of
this_bookl€t meéntioned the problem he experienced in reviewing the commit-
tee’s work, the same problem the authors of the booklet had hnd potential
readegs will have: test-reviews in Buros’ Mental Measurements Yearbooks
must be consuited before a final choice offtests can dde Fry asks, “If
the consumer should look in the MmMY anyway, why shqu "he look in Readmg
Tests for the Secondary Grades?” Then he summarizesihis reaction to this
1RA booklet: “Its chief problem is that it is not compréhensive enough for
) good teachers and is too hard to read for poor teachers.” '

Therefore, in order to help all teachers, the concise guide that follows is

* offered as a beginning step through the maze of secondary and college read-

ing tests. Hopefully, it will be both comprehensive enough and nol too hard

to read so that a teacher might gain some.insight as to where to start in using

BurOS Mental Measurements'Yearbooks, which always must remain the
chief source for.information-on any test.

[}
"

Adapted from Journal of R eading. 18 (October ,1974)', 222,
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- 8 . . P
FourTypeSofTests o l ,“f Q- S e 5 ‘

The present guide mcludes four types’ of tests publlshed ln the Unlted
States. The first category is Survey Tests. These are group tests which ‘al-
ways include. measurement of comprehension, usually include vocabulary, -
‘and sometimes inchide rate. They are used by the classroom teacher to'de:
_termine the range and the avérage of class reading ablllty, fo divide the class
" into groups for instruction, to aid in selection of appropriate materials, to

help identify reading disabilities, and fo measure student progress. School -

¢ admnmstrﬁors may also,use such tests to measpre. - “the effectiveness of

instruction, to evaluate ew programs or different metheds, and to 1dent1fy, )
pupils at various ability fevels. The tests included in this section are those Aap-
pearing in the IRA bogklet which reviewed “several of the most commonly’
used readifg achievement tests currently available for use with’ high school
students.” The aut ors, of the booklet chose the'mpst.commonly used tdsts
on the’ basns/ ‘of a analysis of -the researchie_po?ts ‘from the Eric; Clear- .' .
mghouse on Retfieval of Information and Evaluation on Reading. Onea

“further test the umett Readmg Ser*es, was Zg{ied on Fry’s suggestlon ‘IJ*

The second ategory is Analytlcal Tests, @ term used by Albert Harri

medial teacher/ to provlde a more detailed analysis of a student’s reading -
dtﬂicult mk?nd clues to his reading problems anq to find the appropriate
level for fenedial -reading instruction. *The tests in thig section also were}
taken from fhe IRA booklet and Fry’s review; in addition, some of the tests
;were add because they werg = in Harris’ book (1970) ln the.Bond

/ and kaer text (1973),-and fro; §ithors’ expenences B .

The third catégory is Dlagnostl G ests These are mdtvndual tests (except
for parts of Botells and Silvarqli’s. readmg lnventones_) and heed .practice.or ,
some special trainjng to administer. They+are used for a detaited analysig of
extenjlve disability. Some of the tests in this section would seem to be at a

N low level for secondary schools and colleges: all or parts of them however,

* Mavrogenes, Winkley, Hanson, and Vacca .,

* can be used for cases of seyere dlsablllty, and several of tﬁém -are spec1f-

*ically described by Harris or . Bond and- Tinker as useful wijh retarded
readers at thie secondary level. (These remarks could apply to someof the
" “analytical tests, also.) These diagnostic tests were chosen on ‘the basis of+

- their inclusion in Harris’ book; from thie authors’ experiences, and one test -
(the Wide Range Achlevement Test)on the basns of Fry’s review. e

The fourth and final category is Spectal Tests. These cover. only ; one
aspett of reading or some unusual aspects and are mostly group tests. They,
might be useful for, classroom teachers for a very specific or novel purpose.
The listing does not-pgetend to_be complete; it is-pighly representative, and
tests were chosen on tht basis of uniqueness and ufility from th‘e “Guide to .

L}
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Tﬁé and Measuring}nstruments" in Reading” compiled by Roger Farrand -
. Edward G. Sl"lers Farr, 1969) and from Buios'. S /v'eh'th' Mental =~ - .
. Measurements Yearbodk (1972). Many examples exist for/ some of these
specig,l tests: for example; study methods and adult basic ed cation._in these -
cases, the tests were selected which had the most favorabl reviews. In anyy
event, an attempt was made in this section to give an idéla'o the wide variety®
of tests avhila fe. : RRERE - Cor

. * : : - : s
_Some further c‘lariﬁcation of criteria for lest selection’follows. First, the :
. tern secondaryWwas defined as seventh grade and above. Second, this entire }
__list is representative only. A’look at the 34-page Index of: Titles in Buros’
- Reading; Tests and Reviews (1968), including almost 2,000 tests, should con-
‘Vince anyone of the impossibility of a complete list of only journal length.
/Thi_rd,~most‘pf the brief evaluations in-the last column of the guide have been - -

'/ *highly .condensed from reviews in the Mental. MeaSurements Yearbooks.

7 (Fhe latest edition Was used, if reviews,were found there.).The iRA booklet
was used for evaluation of the-tests taken from there. If the evaluation
column is left blank, no review was available. Finally, to the writers’.
know]edge, these tests are still in print. Either a specimen set of each test.

<*" was recently sg;cl_xrc.d or the test was listed in the latest Mental Measure-
merits Yearbook (1972). - " .+ | - :

¢ . ' )

‘
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Educational Progres,;
(STEP). Series I1:
Reading. Educatighal Testing :
Service : N

o | o : ®
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Levels " Publication or Time - :

Test and Publisher (usually subtests) (grades) Lalest Revision (min.) Brisf Resume of Evaluation
- - - )
a .
S ' - ' LS

SURVEY TESTS: ) . ) ) . . S i
. . . .
Burnett Reading Series: “Vocabulary, comprehension, 7-13 1967-70 50
Survey Test. Scholastic Testing rale and accuracy N - .
Sorvce ) N -

, * \:
Coopoutiv. English Vocabulary, comprehension, " 9.14 . 1960 © 40 Perhap3 not accurate lor very high ov -
Tests—Reading Section speed of comprehension low reading levels; -normed mostly in
, Educational Testing Service . . Southern smajl town schools, but on

- the whole a satisfactory test.
, Davis Roldlng. Test - ’ Le 1 and speed of ~ 8-13 1961 40 Lacks vocabulary measure but well-
,-' Psychological Corporation prehensron construtted test.
Gates-MacGinitie Reading Tests, Speed and accuracy, M\ 7-12 | 1970 46 Normative and rolrabrlrty data inade-
Surveys E & F vocabulary, tomprehension . N . quate; comprehgnsion measures only
Teachers College Press. ' : D . i : \ use of context.. but useful Fechnical
Columbia University . o ' . . Supplement and well constructed test.
. e . -
Metropolitan Achievement . Vocabulary, comprehension 1970 - 46 Measures higher cognltwg processes
. Tests: Reading, Advanced” . . _ . oy : one readling selection reldvant to black
‘Harcourt Brace Jovanovrch-‘ a - < ( culture; clear. manual and well- -,
' e S C. ] ~ ccmstructed test. .
’ . M - ,
Nolson-Donny Ropdlhg Tnl Vocabulary comprehenslon 1960 (two new 40 Covers too great an age span; time
Houghton-‘Mlﬁlln rate N e forms 1973) . restrictions create dmlculty. Jiterary
- ' o ' T f semphagis; - mo3t suitable Tor’college;
. . - y e k' 3 © 7 insufficient reliability\ arid valldlty data.
Nelson Reading Tes! WVocabulary, comprehension 19‘65‘ . 30 Covers wide range and takeés little
Houghton:Mifflin . . BN L T time; reliability and validity data in-
' - - sufficient; vocabulary ated
- } , - .-
Sequential Tests of - e Comprehension _ ! 1969 .45 Limited rellabmty and norming |nforma-

tion: scanty manual! but appealing
ading passages, pleasing tormat
and high content validity.



— . P ,
i : . Date of .
o . . What It Measures Leveis Publication or Time M
Test and Publisher | + (usually Subtests) (grades) Latest Revision (min.) Briet Resume of Evaluation
,// ¢ . ’
N ‘Stanford Achievement Tests: Comprehension 7-12 1965-66 40-45 .Adequate norming and reliability data’
Advanced Paragraph Meaning: : . . excellent manual; high school test
High Sghool Reading. . . measures only literal and tactual com-
Harcourt Bracet'Jovgnovnch . N i o prehension; very good series of
s w. oy - . ' : - . reading tests. . '
. . . . , . ‘ 0y - .
o /I'nxlu High School - Comprehension. rate - 9-12 .- 1967 . . 55 Measures lower level eognitive skills;
Reading Test—Revised - : . 0 ‘e - ‘ . paragraphs in social studies and
. - Bobbs-Merrill -l"‘*‘ ' . B scidnce: inadequate norming and: .
- . \L . } . _validity data: low reliabilities; possi- .
I ‘ S . . - bitify of answering questions without
- o N - . ! : reading passages. .
. 3 o P’ N -
Traxier Silent Reading Rate. vocabulary. 7-10 1969; A 55 Usetul test, but social class bias on‘
Test T comprehension . g . i ‘ some\ patts may reduce efficacy for
Bobbs-Merrill : ¢ . / : B . lower}social-class studefis.
’ ’ . \ ’ - . 1 ' ? .
. . ” > 4 R | ..
- . . £ . . * B
ANALYTICAL TESTS: . . . : .
California Achievement Tests: Vo'cabuiary.' study skills, 6-12 Improved version for survey purposes;
- - Reading California Test Buredu/ .comprehension in differet y ‘vocabulaty words in context; content
. * .- McGraw-Hill : types of materials , ared passages; well stan rd’ized'.
. . . - - \ - - . - o . .
c::mprQMpulvoToih of Basic Vocabulary, comprehension. 6-12, ltems classified in terms of. intellectual
_ Skills: Reading California Test study skills ~ .. ’ . process; ‘minority groups represénted
Bureau/McGraw-Hill T : .. . ’ in norms: variety of scoring reports;
. . ! . v ‘ . comptenhdnsive mafuals and well-
' ‘ ! . constructed test$. *
. . Ll . . v, .
Diagnostic Reading Tes <Vocabutary, comprehension : . 7-13 Confusing manuals; technical informa-:
4 9 Commitiee on Diagnostic (silent and-auditory), rate. tion missli\g; but:ambitious attempt.
1 Reading Tests . word -attack ,
Durrell Listening-Reading Series  Vocabulary listening and reading, 1-9 . Some questions raised as to design of

Harcourt Brace Jovanovich s

ERIC

test items and purpose of measuring -

“degree of reardation, but compares
» very faworably with ‘other tests of

‘reading and listening abilities.

paragraph listening and reaqing

3
- - . -
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L .
— - .. -
- : ] " Dataot A
. What it Measures Levals- . Publicstion or Tims N .
. TNIMPIINNM' (usuasily subtests) . (gradesy Latest Ravisioh (min.) Brief Resume of Evslustion .
N o . n
Dvonk-Van Wagmn Dlnmﬁc Rate. perception of relations. 4-16 1939-54 & 140-150- Usetul tor speed of comprehension and
Examinastion of Silent Rudlng vocabulary. information, details, . R as a general measure of reading
. Abilities" central thought, - inferences, inter- . : \ ability; diagnostic value limited by
" Van Wagenen Psycho- pretation, reading for ideas Z B , unreliability of ditferences among...
Educatlonal Laboratories * . v . ‘separate test scores.
lows SIIQM Rueading Tests Vocabulary. comprehension, 6-12 . 1973 60 -Caretully prepared and easy to use.
Harcourt Brace Jovanovich locating information, skimming ‘ 7 . .
. S + and scanning. reading efficiehcy
Monroe-Sherman Group Comprehension; speed: word . 3.9 1939 - 60-70 No data on reliability and no descrip:
- Disgnostic Reading Aptitude discrimination; - arithmetic; . B tion of norming population.
and Achlevement Tests ’ pelling; visual, motor and , .
C; -H. Nevins Printing Company auditory ability: vocabulary N
; .
hudlno Tost: HcGuw-Hlll Rale, flexibility, retennon 11-14 1970 .70 “Lack ot adequate norming samples
" BasicSkills 8 skimming and scanning, ., ’ : but high face validity and clear manuat;
.. McGraw-Hill Bool‘lCo; ) comprehension : 7 ’ promising test, .
8llonl Roodlng Dlnmlg; Words in isolation and, in context, ' 2-6 7970 90 Limited in’' value but provides some
R { ) ’ B visual' structural analys:s . ’ useful diagnostic information,
(Bond, Baidw. Hoyt) syllabicatiorr, word synthesis, . . :
Lyons & Carnahan beginning and ‘ending sounds. -
: s vowel and consonant sounds , ‘
SRA Achievément Series Compr't;hensmn -vocabulary, 1-9 . 1963 . ‘77 Strengths to recommend its use: ease ]
(Multitedel . Edition) work-study. skills (references [ <o ' of administration. clarity of format.
Science Research Associates and char(s) . overlapping tests providing for large
- ‘ - classroom range, and, iarge s(andardl-
. ) 2ation sample. N .
Stanford Diagnostic Rasding Test Comprehens-on (literal and in- 4.5-8.5 1966 90-110  Ofters suggestions for grouping and
SLevet it . ferentidl). vocabulary, syltabica- : - - - remediation; carefully s(andardlzed and
Harcourt Brace dJovanovich - tion, auditory skills. phonic . useful test.
' ’ . ‘analysis, rate -
DIAGNOSTIC TESTS: . ’ )
) : . : d .
BotelReading inyentory (Group test exceft for word 1-12 1961-70 varies Data tacking on norms, reliability and
Follett Educational Corp. recognmon) Phonics, .word . . validity. but may be useful as informal
— . S . . odposn(es reading and listening , . 2 . Jest to determine instructional ievels.
hd . ) .«‘n o - . ’ \_‘V,,:f‘f : f . .
7. B , .
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& ) R R Dateof . - : N,
: What it Measures Levels Publication or s Time ~ : .
Test and Publisher 7 (ususlly subtests) (grades) Latest Ravision (min.) * . Bri¢f Resume of Evgjuation_ ,
- 2 - - . v
e T P, ... e ——— . - . .
. Classroom Reading Inventory (tndividual test extept for spelling) 2-8 1965-69 varies When‘]udiciously used'. a most valu'a'ble~
’. (Sitvaroli) William C. Brown Word redBgnition; independent, R adjunct to a tota! reading program.
: Book Co. instructional and frustrgtion . : * 1 ) [
¢ v TN reading levels: hearing capacity . - i ’ -
. level S - . o o
, ' Duriell Analysisot Orat and silent reading; listening; - e 1955 . - 36-90  Complete analysis; clear directions; .
Reading Difficutly word recognition and analysis: 7 . : . * J complete and usefu! check lists; most *
Haroo’m Brace Jovanovich naming. identifying and\matching ( . : usefu! with less severe cdses._: :
) : ’ fetters; visual memory of words; LN ' . gt ) N . . i v
- - sounds of words and letters;: g . : K
} spelting: handwriting . RN :

. . . . - " . .
Gates-McKitiop Reading " Orat reading test. wo:d-'ﬂst\s, Y-8 ’ 1962 ’ 30-§0 Very inclusive; satisfactorily .
Diagnostic Tests . % phrase recognition. syliabication, - . e standardized; weli-established test:: .
_ Bureau of Publications, letter names and sounds. visual ~ . ' ‘ ’ 5 but needs sophisticated judgment.fo
" Columbia Univérsity - "and auditéry blending. spelling - v -F use. P .
T -_ - . (28 scores in all) : ’ R A . ’-
' . ST L e Trae v : » ' .
RS GHmore Oral Reading Test ! Accuracy, comprehension, -rate 1-8» . [ 1968 15-;0 . Among best-standardized tests of X
Harcpurt Brace Jovanovich of oral reading o Co- _ - -~ accuracy in oral reading; usefulness qt -
C e . . I T e e - . comprehension and rate scgres is motle.
S A . ' . . . - L L e N questionabte. -~ . " R
L . S N . . . - - . .
Gray eadihg Test ‘s Orat reading -’ N -1-16 ©, 01863 Y.  varies . Welcome dddition to the limited, . - -
s+ B8bbg-Merrift "> ) e A . : e B _+ » nymber of reasonably satisfactory,ora!
Y A . - ’ . » : - v : - reading tests. ‘Doedn’ t measure com-
, R ' ‘. " . N . . * ) ) ) ' - prehension. . : - :
v L I xS N 3 ’_,‘..,' . ) ) o i o R
- ard Reading inventory ‘ Recognition vocabuylary, -oral 1-7 ’ 1966 - . © 30-120  Not standardized, cumbersome o
(McCraéken) Klamath Printing ~'geatling accuracy, ‘joral and % N . . - , ' ,manuat and complex scoring; but .
Co.. i __ vgilent comprehensfon and speed, - . . . : 7 retiability and validity data available " . -’
. * T *, . listening > .o ) b and attractive materials. o, .
. T ’ . . N . P . X , R
Pupil Placement Tests ' . Word recognition,{ oral sight. 1.9 ~ 1970 ! svaries | ‘.
Houghton Miffiin Co. . rdading. timed silent reading, - " . - ) ) ,
] T . tistening- subtests. \To.determine I z 1 . ‘ -
: independent, instructional, trus- . . A R
. . tration and potential, reading leveis o e ) \/ ot .
. v . ) . ' . . O .
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’ - - . Date of e ¥
. What }t Measures : Levels . Publication or © Thve § -
Toot and Publisher T (usually subtests) ' - (grades) . Latest Revision . (min.); ™~ Brlot Rowmool!ulu.ﬁon
\ PN A . . Fo ;
. . . N . : . B~ s . - } o
- . [N H
- Resding Miscue Inventory Psychollngulstically anqyaes All 1972 . varies . . /« e
(Goodman & ‘Burke) : - why miscues are made as reader levels o~ ' ' ' \‘
‘The Macmillan Co. . - extracts meaning: qualitative as. - : B - . ‘ 1
. R well as quantitative analysis \ . .- : o . )
Roswell-Chall Diagnostic Consonant and vowel sounds 2.6 1959 N 5-10 Quick but limited assessment.
nnan.‘rmuwom : and comblnatlons. syllabication ) . . PN
Skile : H o e - T
- Essay Press '\ .. A - & ) .
MW /,V;VOrd recogmtton -oral anq " 1.8 . ’ 1963 © ' 20-30 . .Gives onsnderable intormation, but .
silent readlng phgnics ° (retarded ’ R . standardization leaves much to be ¢
c.lnornl- Test Bureau/ readprs, desired.
. McGraw-Hill - ) . L - 9-12) . . . N
. -\ , ) . . . - . - . . .
m-Akodﬂouﬂng Word recognition and reading - ’ -1-9 1971 20 - \?
Placement . paragraphs -screening for place- _ c . oy
Brigham Young ~ o ' men’ ) Y . . : . ,
2« University Press R C e g . . ‘ . : - ‘ R
. mwmﬁr Test Reading. _sbelllng."’arlthmetlc 1-12 1965 . 20-36, Over%‘l(mmg manualsperhaps useful
Guldanoo Tesﬂng Assocmtes ’ . : : for quitk estimate of §enerai level of
« ot . ) PR ability (to determine appropriate level of
S ¥ . . . . o asurvey test)
' IPIGIAI. TRSTS: e s T . . o . . : I N 4
o . . . ’ e
lhlcmlnmt.ory (Group .test)- Sight words, - . Functionally " 1966 . 6u . Adult norms lacklngp perhaps informal
Scholutlc To‘tlng Servrces » sound and letter discrimination,  illiterate - o ‘methods of didgnosis more ysoful .
) . - word meaning (reading and adolescents , : for..gkilied reading specfallsts .
‘_;;- R * listening). context- feading - - ‘and aduits , s 4 . : :, "\
ULANPAF N’\npapor (Group test) Simulated news- } ' 7-12 ", 1969 . 40-50. ', ‘Norms and’ rellablllty dats basad on Y
S Tc.tCooporatlve Tests and - papers to test newspaper reading i LT S prepubllcatlon forms. ' S
% Services - iy ablllty R . , o : K . . L -‘
. ., -. - : o » ';- . e . . L. . : L ) . _\/‘- } .
; como;v\hl’honluurm ° “(Group test)y Vowel and con- " 7416 L7 193, v 40—45 Usefu! to \dentity weakneases n
. California ‘Test Bureau/ . sonant confustons. reversats, . . . phoneme— he ndgrstandings, ©
McGraw-Hll . conhguration endings, negatives- . ’ but not reasons for m erstandings. -
A opposates-sight words rigidity . ' , L.
‘ .' E N o . o . ' ]
i - . . ’ c .. . . . . . hd
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o T~ } d Dsteof
: s What it Measures i~ Levels Publication or Time - v
Test and Publisher (usually subtests) (grades) Latest Revislon (min.) . Briet Resyme of Evalustion  *
) . J - o 1 - e . ¥/ - \
Doren Disgnostic Reading « (Group test) Letter recognition, 1-9 1964 180 , More valuable as individual rather
Test of Word Recognition beginning and ending sounds, . X N than group test, but useful in the
Skills ' whole word recognition, words hands of a skilled teacher.
American Guidance Service "within words, speech consonants, . R
- anding, Thyming, vowels, sight ’ ~.
%rds. discriminate guessing . o )
Huelsman Word . (Group test) Use of length, R 1-8 N 1958 15 No manual; no data on reliability.
. Discrimination Test . external design and configuration | - :
© Miami University” Alumni in perceiving words. Can give. : 4 -
'Association approximate reading level , ‘ y
! lowa Every-Puplii Tests ° (Group test) Map reading. usé€ of 3-9 ( 1947 55-90 Well-constructed test, using life-tike
" of Basic Skills, Test B sreferences, use of index, use of samples. ' '
Houghton Mifflin dictionary, graphing .o !
. . . . v
lowe Tests of " . . (Group tests) 9-12 1942-61 70 - Well’designed battery of widely used
! Educationai Development Test 5: Ability to interpret ‘achievement tests with good norming
. Science Research Associates - reading materials in the social b and statiftical information; however,
LR studies length of time required to take the
R Test 6: Ability to interpret , X 70 tests and theslack of uniqueness in
reading materials in the natural . these reading tests warrant close
- sciences ’ consideration.” -~
Test 7: Ability to interpret .60 . .
- reading materials in literature .. ’ | . ‘ ”
Test 9: Use of sources of . ' : 35
e . information ' . N
- MeCullough Word-Analysis Tes! (Group test) Initial blends and \ 4-6 ’ 1962-63 70 Best single instrument for assessing
Personnel P‘ess . . digraphs, phone(ictdiscrimlna- . S . . mechanical aspects of word.analysis.
! ) : . tion, matching letters to vowel ’ [ : Can identify specific difficulties inters *
t sounds, sounding whole words, | . sy . fering with higher order cognitive
.- ¢ interpreting phonetic symbols, - v - e . \ processes. T S
eyllables. root words : S . ) - L - ., -
(Group test) Speed in reading. . 12-16 6-15 Inadequate manual, but test has
History. Geography. Economics, coffsiderable i Lt
fi Government,” Psychology, .. Cp 3 RN N ) .
. . ) ‘Education, and Science ' - . .' AN . ' . ! -
e . o . R N AR g R '
. . . . - ) . . ~ ., ,‘ B' o \_vv'... . . . . N E . ) ’ » ‘ . i \ —'
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~ 5 i What it Measures Lavais Publication or, Time . g
Teost and Publisher .. {ususily sizbtests) (grades)’ Latest Ravision (min.) Brief Resume of Evaluation
- K - = - X —
- i Py .
[ R S - i . . (
o Mhnfmbt . . {Group lest) 14 reading 12+ 1955 3s Well-constructed, test, but a)simple
' passages/ from industrial material vocabulary test could do the same job
7., University Book Store, with'.38 miyifiple-choice test items. PR ' LT
( W L}'lyeth lndlane s - ] C ;
Y -
LA Illl‘d.nlﬂcloedlng (Group test) Paregraphg om 12+ 1950-69 60-65 Needs /more evidence ot valldity
. s - . Scientitic disciplines with unrealistic paragraph samples; r
, Richudton. Bellows, Henry multiple-choice questions.| For tybography and lnadequate manyfl,
- & Co. . . ~smployees in technical* companies. R , .
- Roader Rater with Seff- {Individual test). Sbeed pre- 10-12 1965 — 60-120 No data on reliability; no norms.
. Scoring Prefile . : .. :hension; reading habits; reading . s : .
Better Reading ngﬁmm - .1 i tor details, ipférences and| main 4
: . LSy Jideas; adjusfing speed; sum- . . -
Lot marizing, skirhming, recalltot ¥ . 7~
: , . Information; speeded and_un- e : ~
- s - . speodod vocabulary K € ’ . P o
" neader's in / . (Gtoup test) Reading interests.- e ¢ 1963 S " 10-20"  Uselul {9F inexperienced teacher: t
s ”‘“Educatlonel Developmental attitudes, habits, visual con- : _2manual gives injerpretations of and-
uboutofica e .ditions, background, expecta- . suggestions for particular problems. -
. : S - tions 1n reading ) f : o ) - i
' Reading Adequacy “READ” ’ -(Gra} p test) Reading rate, , 12+ 1966 10-15 | YVields quick estimate of reading speed
Test: Individual Placement’ percent.of comprehension, . N - but needs more evldence on reli-
; Series Personnel €0, d reading rate. For ability and validity.
/_=Research’ Associates m inqusiry. . X . :
\" " Reading Progress Scele . EGroug test) Evaluates progress in’ 2 BRET 15 Reliebimy and’ validity all rigﬁl l%st L
. Revrac Publications eading: 4 paragraphs needing A . . measurés abmty to decode, not, '
\ ’ T pomplet:on by choosing between e - .. necessarily understanding. .-
A . T, panrs of test WOrds ) . R e T R % -
" Reading y Tost' : (Group léétyRate compre- 5-16 1968 40-50 Poar-test:* dﬁblous interpretations
N Educational Developmental henston skimgning, scanning e - _; suggested 3
. . Laboratories . . ° . KR .
- N ) / i . ] L
! * . N . I ;
\ By 3 NN ]
. \ . S N 4 cAL R ‘ 1
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o0 . ot T T Dete of I R N
- ' ¢+ 7t WhatitMeasurps, .. ' Levels . Publicationor Time . T .
- Test and Publisher i (usuallysubtests) *: “’ (grades) -’ Latest Revision (min.) Brief Resume of Evaluation’ 5
. ° . , - - . . . L R .
Robinson-Hall Reeding (Group test) Reading sability for 13-16 1949, R ] Usetul for obtaining in a reasonabie
Tosts art, geology, history and . S ¢ N leggth ©Of time meéasures of differences
Ohio State University . ., fiction: Rate and comprehension . - in reading peﬁormance in difterent~
, Press : measured . subjects. : o
: . ..\.. T - * ° Y . N
‘ Survey of Study Hebits - (Group test) Efficiency. : - = 7-14 - 1967 20-25 Good teaching eid.for teachers and
4 and Attitudes .. promptness, attitudes towards . no AR counselqrs; useful to frank and |
. Psychological Corporation, teachers, co-educational . . . ] motivated stugpnts, B LS
o ) . . _objectives c . a - N i I ) v < e
- A . B Voo . . . 4 , v

- Teston the Usg of the ; ‘(GrOup-..tést) Pronunciation, 9:16 = 1963 <. . 30-40 .  No data on.reliability; tentative norms.

‘  Dictionary o meaning. spalling; derivatidn, ) N . L '
Reading Laboratory and Clinic. _.usage R L e L Y

* -Univ. of Fiorida weob " . ‘ . ’

o . -, e ) .

, - Tests of General . {Group test) . e I ) :  F N
i Development” ) Test 2: Interpretation of [ 9-16.." 1944-70 - .+ 120 Superior_tests, lacking some
‘American Council-on Education.’ reading materials in the naturai L, i R statistical data; itemized scores would. -
v sciences. . ! . ’ 2 PR * ] appear desirable, but chief questionys
. Test 3: interpretation of reading : . . iy . whether these tests contribute inform
v . : ' materials in the social studies. . " N ' tion not aiready obtainable frbm tests
. Test 4: injerpretation of literary ° ‘ 4 ' of intelligence and of general reading
o . L. matgrials. Used for candidates foc L. ‘ ability. ’
. ) » v ' . « =~high school equivalency certifi- : - ’1 ' B
. - o cates. Special editions for the CIEEN . S ‘ *

. "‘. 4. . ) B - Blind and partially sighted. I DEPEEEEE B ' : N
Tests of Reading!, < "7 " " (Group tests in English and 713 1967 . 50 Could be usefyl in measuring vocabu-
inter-American Series - Spanish) Vocabulary, gompre-. .- . : - . lary and comprehensiqn of students
Guidance Testing Associates hension ' P : . entering U.S. schools from Spanish-
vt : LR . T . o - 'speaking countries. L

* Watedh-Giseer Critical N (Group test) Interence, receg- 9-16 + 1964 §0-60 Useful instrument to undérstand and

. Thinking Appraisal - nition of assumptions, deductions. : azgraise critical thinking.
. Harcourt Brace Jovanovich " interpretation, evaluation of ' . R . .
e R arguments . Co c , Zz - ’
. K . . 2 . .
. U,‘wkun Tost - (Group.test) Reading vocabulary. 312+ . 2 - 1945 10 Norming and reliability information
Peychological * Can give quick estimate of . . 9] A incomplete. bup yseful screening
_Corporation intelligence. L . ' device. s L

)

ERIC



, L . . ! . . RN
L. . . . f . . e

o What steps can the eacher rake 1o develop lo¢al norms? ] ]
® How can local norf be used to benefit insi etion? * oA

.

T o .
.. (" : t R i e
N ‘ N “
. AY r
IT'S EASY TO MAKE LOCAL NORMS ' oo
4 . Edward Fry C - e
. Ruigers University S e Ll

T . . . 7
/ Teachers sometlmes thrnk that you have to have a computer, or at Ieast a
statistician, to- make local norms. They are wrong. Almost“anyone can
quickly learn to makelocal norms, and you do not n&d any statistics, com-
puters, or even addmg»machrnes lfyou can count and have a piece of paper,
-yo’u have all you need o ‘ Ce

. Theré are many reasons for making. local norms: Standardized tests'.
usually give onlgy natjonal norms and might give only part af the information .
ybu waht in your schoo] or district. Informal tests wrltten by teachers, cri-
~terion’ referenced tests -and all types of skills tests to ‘measure objectives
mlght not have any norms at aII Itis useful 16 have local norms to see how
an individual student ranks in comparison to his peers. It might be important
“for the teacher, the supervisor, or the child to know that he moved from the

: ._gourteenth percentile to,the sixty-fifth percentile after instruction.

. A'percentile tells how a student compares with a standardization ornorm .
group A percentage is aImost the same as a raw score: it tells only what

-

percent of the total posmble items a student got right. ° S

The trouble wrtkraw scores, whrch are the scores on most teacher- made

" tests and criterion referenced tests, is that they are determined by the test .
« . author alone’ If the authior says that.9@ percent is “*passing” it is often baséll
on nothi ng but the author’s subjective'judgment. What if the author is .
wrong,'gnd itis almost |mposs|ble for any child to get 90 percent" Or |fany-

Adapted from Journal ofReadmg, 18 (December 1974), 24{! -243.
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body, witlfout even studying, can get 90 percent of the raw score? Normed
tests attémpt to eliminate, this difficulty by comparing the studeht with his "
' pégrs. In many respects, it can be much fairer to the student than an au-
" thority's judgment. o E ’
To be really fair you must ask, “With which peers do.I compare this -
; student?” Most published standardized tests attempt to use children all
« across the United States from a similar age group. This is one useful com-
parison, but it has some real pitfalls. It includes regional differences, class
differences, ethﬁic differgnces, homg influence differences, curriculum
differences, differences in scHO(jT philosophy and emphasis, but these
. differences are often submerged by the “‘may ity.” If phonics is not stressed
_-or taught much in a 1ocal schgol, why should students be penalized by getting
low phonics scores in national norms? It is more useful to know. that Juan is
 in the top 20 percent of his cldsgfaking a reading test in English than that he
..isin the bottom half nationally. ...~ : S

HY

_ If you are convinced that local norms mjght be useful in measuring-
tE ‘achievement or progress, here is how you make’ them. You can use raw
scores (the number of questions answered correctly) on either a formal
published test or a nonstandardized test such asone a teacher or curriculum
~_committee made up. It will not make any difference if the test is a little too
‘hard to a little too easy f%thegroup——loc’al norms adjust for that. Y-ou must
get a range of scores, howeyer, so that some students do better than others,
. and so there are not extremes at the top or bottom ofthé._test score range.
i Start with an edsy example. We will assume that you have 100 smde(nts in
_your fifth grade, and you want local norms for the fifth grade on a test. You
““administer a reading test which has fifty items: the lowest student gets
fourteen right and the best student gets forty-nine right, so the range of
_slco{res goes from fourteen to forty-nine. -\

. 1. Sort the answer sheets so they are\in order of raw scores: fourteen on.
the bottom and forty-nine on top. In the rpiddie of the range, a ﬁumbelf of .
~ students might have received the sameraw oreof thirtyssix. = M

A .
. 2. Label asheet of graph paper so that along th¢ verticle axis the bmes are
numbered from 0 to, 100. I .

’

¢ 3. Label the columns with the range of raw scores, in this case from
' fourteen thgough forty-nine. ‘ h

4. To plot\ach score on the gragh, ‘the first score would be represented

by a dot at the intersection of line one and.column fourteen; the second

paper (which+had a score of sixteen) would be at the intersection of line two

-. and column sixteen; the third paper is plotted on line. three, and so on. If you

are in'a hurry, you can merely plot every fifth paper and not lose much ‘ac-
 curacy. What you should™end up withis a group of dots which*more or less
“*form an S-shaped c\ilrve on the graph paper. (Seg figure.) A - e

Vo,

- [
- . .

20 . . ' 27 ’ ll'sE‘asyloMakeLoc’alNor)nso-_
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nnle for any student’s emec graph wnh hxs raw score and read percentile off left axis. A

places student ‘at 501}1 pevcentlle in comparison with tr@ norm group of fifth graders,

5. Draw a curved line, which mathem‘atlclans call.**smoothfing the curve,
so that it seems to go through the average ofdots It will actuallygo thpough
.some dots, but just above or below others. Do-not bend your
gqes ‘through every.dot. It must be Basically smooth without bumps and
2 sags. Usually it will have a slight *S” shape. This, mcndenta}ly, is a wery
‘sound mathemaucal procedure..domg it graphlcally is easy while doing it by
formula is very hard. After you have penc;bd in your curve, you might look
“atfit from a distance, make'a few adjustments get rid of |rregulant|es afd
ﬁnally ink in the, finished curve.

rve so that it

1

6. Your-local norms are ready for use after Iabelmg the vertl,cal cblum (I

to 100) “Percentlles »

b

3 Edwaf_dl ng‘ L
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Use of Nomograph S .

To find a percentile with a raw score of forty, you go to the column above

' the raw score of forty, see where it hits the curve, then read the percentile

acros”s'from that point, which is eighty-one according to the chart.

Th|s curve on the' graph paper is called a nomograph, and or most
. practical purposes it is just as accurate as a table of numbers whigh convert

~., FaW scores into percentlles WhICh are found in the typlcal test manual.

The\lnckpf this whole lhmg is not drawing the curve, but ifi" selectmg the
norm_ group. It should be representative and as big as possible of that

represenfanve population. If, for example, you have 552-fifth graders, you
" should pul all the answer sheets in a pile, shuffle them as well as possible,
then randomly draw out 100 p#pers lq)plot You can, of course, make local
norms with Iess than 100. You will not‘get quite as stablé a' norm base but, in

many in lances. it might be much better than national norms for your pur- '

poses lo see how your own individual children do. -

Lﬁc:;l} norms can be made each 'year or the same graph can be used for
“severdl years if you continue to use the same test. They cgn greatly aid the

readlﬁg teachier, adminisfrators, oxg\glassroom teachers in using.- and inter- |

preting reading test scores for published standardlzed tests,’ cntenon
referenced tests, or locally made tes;s

22 7 . " It’sEasyi.to Make Local Norms
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. ' o Section Two

SELECTIN G INSTRUCTIO NAL MATERIALS
\ ~ .

- Selecting appropriate content area instructional materials becomes
more complex when.student differences in reading and study skill
status are revealed "through assessment. In order to select appro-
pnaté instructional materials, the purpose of these materials must

4 be placed in perspective. The primary emphasis must always be on
- the content to be learned—the information and concepts necessary
~ for students to achieve content area lear mg objectives, The
‘?hstrucuonal materials through which these content area objectives
..are pursued are means to this end. However, thereis no disservice

done to students if content area objectives are pursued through'
instructional materials which accommodate the range and diversity , . -
of students reading and study skills development. By providing thé
mfmmanon required for content area Jearning, while encouragng{'
€ the development of the reading and study skills necessary to achieve
this learning, instructional materials become learning devices, 'and
not SImpIy depositdries for content. :
In this- section, Daygs explores the concept of multilevel instruc- |
tioﬁgxl material as it pertains to the teaching of science. Implica-
/' tions can be drawn clearly for other content areas as well. In the
second article, Fry describes and rationalizes his, easnly used read-
“ability formula and, in doihg so, provides valuable msnghts inty the

measurementof reading, dlf’ﬁculty N Cowt. )
s B Ay . . . 9

o
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L] How does the multilevél appruath accommodate uudenldnﬁl-rem es in reading ability? -
"o How can concepts be 1aught using the multilevel approach?
o How can student learning be evaluated when using the mululevel appruachi

_ WHAT PR|CE SUCGESS, . SO |
._MULTIL‘E)(‘EL.SCIENCE ) S B

‘v . ) / .
] Don.xld'R Daugs " \
Umvermy of Victoria ) ;

Ty

©  Most sc1en€e ‘curricula are centéred. dround one te)Ltbook Teachers com- !
plain that many students:gannot réad assngned materials. The complaint is

- valid. MarkshefTel (1966) e that the range between bottom and top
_-reading levels will average six zo nine grddes at the hlgh school fevel.’In an ‘
R unpubllshed study, Daugs (1968) indicates. that over &) percent of students .
“using seven current junior and senior high textbooks were unable to read at

an instructional level as determmed by an lnformal reddmg |nventory T

. . : - t
Two Solutlons : - S : :

»

There are two alternative solutlons to the above d|lemma A curriculum®
can be designed that reqtﬁres no readmg or the readmg needs of the pupils
canbemet ST

Some elementary sc1ence curncuta have gone in the dlrcctlon Qf requiring

no reading. The BSCS matenals, Meée Now, written for educable mentally

",cetarded eleven to thlrteen year olds, are designed so that, "ldeas must be‘
developed wnthout the necessnty for reading” (BSCS 1970). = T

The concepts of scnence cannot be developed eflectively - by audltory

stimuli énly. A gdod example of this was observed in a high school biology . .

class. A tudent teacher had introduced the days’ lab activity op enzymes.
. The enzyme of mterest wag diastase. The student teacher men’tloned the

Repnnted from Science Educanon 55 (4) 569 572 Copynghht l97l by John Wnley & Sons, )

X Inc. Repnnted with permission ofJohn Wiley & Sons Inc. ¢
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word once. Late in the lab, period, in circulating around the room, I over-
heard a number of students talk- about the enzyme “distaste.” (They had
heard diastase Qnee. The students had never seen it written down by the
teacher nor in print.) Given limited language development skills, it is not
surprising that the “‘level of scientific hteracy (Daugs 1971b) of our high

" school gradua{es is at the dlstaste level, . o ,

The Me Now materials beg the probl
antf’oncepts by VISual means (writin

Ate vocabulaé development was observed by

_ otape of experimental use of the Me Now ma-

- terials. Studentd were using Benedicts® solution for a {'sugar tester.” The

- term students werc to-have used was sugar tester, but the teachér had men-

~ tioned Benedicts’ solution. After the activity, the teacher asked the class-
how to test for sugar, A student replied, “Put in the bencdlction ” :

" The teaching of science concepts and vocabulary needs more than a bless- e
ing. An obligation exists to meet the communication needs of all pupils. The
alternative to no.reading is to supply students with readable textbooks. The -

' readmg needs.of all students canpot be served.out of one textbook. - .

( Mnltilevel Matenals “ - : .

Admlmstrators are often hesitant to initiate a multltext a[Jproach due to

: supposed increased cost. This is not a valid assumption. The slight increase

" is balanced by student benefit. If a teacher is using one textbook for thlrty
students, ten textbooks at each of thrée reading levels will costno more. . 59

Pubhshers have been hesitant to publish textbooks.at dtﬁ‘erent levels ofq
-readmg dlfﬁculty, however, wide ranges of difficulty exist in alb: science ¢
ciplines ‘when various publishers are considered. At the hngh school levet
blology textbooks aré available that treat similar topics ranging’in readmg
difficalty from-grade seyen-level through college level. If textbooks, are:
chosen at three levels of reading difficulty for a given classroom, the reading
needs of the students-can be better served than if one textbook is used e

Student assignment to reading level should be done by topic, rather than
for an entire textbook. Two.convenient instruments are available to de-
termine which students are to,be assigned to a partlcular reading level.
These instruments are the group infosmal readmg inventory and the cloze
procedure. '

.~ . The group informal readmg lnventory is used primarily as a qunck screen-
' ing device to determine which students cannot read assigned materials. The
, inventory is developed by selecting a passage of about 350 words from a

given umt in each of the textbooks o be used. Care must be taken to select

.0l

‘DbnaldR.Daugs' : ‘ : . . s 25
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passages not predicated on preceding material. Ten questions are developed
for each passa hese questions should be approximately one-third fact re-
call type q estlons one-third vocabulary type questio S, and one—thrrd in-
ferential type questrons (MarkshefTel, 1966). : \ -

Students read the passages ditectly from the textbooks The inventory,

+ should commence in the text that is closest in reading difficulty to the grade

level of the class. After the reading of the passage, the students are given the
ten. comprehensron check .questions. If a student can answer 70 percent of .
“th& questions, it-can be assumed that the student can ¥ead. the text prof—
itably. If the score is 50 percent or less the student will be: frustrated by the
materials (Betts, 1946; Marksheffel, 1966). Students scoring under 70 per-~
“ cent should be given an inventory for a lower level textbook. Students scor-
ing 70 percent-or over should have the opportunity to take an inventory for a
text of a higher level of drf’ﬁculty. The teacher will still have the problem of
deciding what to do with the students not scorrng 70 percent on the lowest
level of the materials. - - :

. The cloze procedure is of relatrvely recent origin. Cloze readability tests
are made by deleting every fifth word from a passage. The deleted words are
_replaced by underlined blank spaces of a uniform length. The tests are then
“mimeographed. For the purpose of student placement with a multilevel text-
book_approach, cloze tests ate made by unit from passages of 350 or more
words from each of the textbooks. Students arg instructed to write in-each
blank the exact word they think was deleted. The only correct response is
the exact word deleted (misspellings exceptcd)

.Researchers Bormuth (1967) and Coleman (1966), using the cloz%
procedure, have adopted the criterion comprehension level of 44 percent
_correct responses as correspondingto the traditional 75 percent comprehen-
sion level (Thorndike, 1917; Betts, 1946; Marksheffel, l966)

Students should be grven the cloze test from the textbook closest to the
grade level of the class. Those students scorrng 44 or more can prof—'
itably read that text. They should have the opportunity to attemptto read a
text of greater difficulty. Students scoring less than 44 percent should take a
cloze test from a lower difficulty textbook s

After stude ts unde#stand the testing purpose and procedures for the

" method selected, ‘students can self test and self place themselves for ‘edch _

unit. Using three textbooks and eithgr of the above testing procedures will
-resultin a placement distribution-of students, with a few ‘students below the
lowest level of the materrals slightly over one-third at thelowest level of the
‘materials, slightly under one-third at-grade level, and the remainder at the
‘highest level of textbook difficulty (Daugs 1970a). If textbooks are ordered

" according to these gurdelmes with a few extra at each level ofdlf’ﬁculty the

"

readhg needs of the students can be better met than if one textbook is used.

, ' 33 . -,
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_-,'-;‘ Tenehlng Stntegles Col S .

N Use of the multltextbook approach dittatés that teaching strategy incor-

Yy ‘porate concepts common to all levels of textbooks. Concepts’ umque to each

" level of difficulty provide each ability student with hlS special cbntnbutnon to ° -
., - classroom experimentation and discussion.- : .

b - Existing textbooks in all ofﬁlence dlSClplmeS generally treat. the same
';-f'major caqncepts, whether written. at: the seventh grade readmg level or the
* twelfth gradc level. They do vary in types of experiments and partlculars at-
~ tributed t0 a type of approach. A good example of this is found in the various
4 'versions of BSCS materials. To use dhe green, yeljow, and blué versions of ... |
- Bscs biology simultangously in a classroom would admittedly be a'big task;
however, it'would provide an tnterestmg synt‘hests of biology. The teacher
who indicates this approach is impossible should spend some time gbserving -,
. ".thevaried activities that go on in the elementary classrooms. The best
examplc of this Wpproach observed by this writer®as in fourteen elementary
. classrooms -using SRA’s The Earth's Atmosphere in whlch students use
* science matcnals at five levels of difficulty. N

.

’ 4Evaluation - "
Yo . b )
- The need to evaluate student progress and. tradltlonal requirements for

letter grades dictates that some means be used to measure gains.
Experience has shown that students object t6 different tests being given by
difficulty level. Students prefer one test for all. Tests must be readable, i.e.,
" written at a reading level comparable {o the lowest reading level of the~
.. textbooks useéd in the classroom. Test items should be made up of questions
' umque to each reading level, questionss=common to all readlng levels, and in-
ferentlal type questlons not found in any of the materlals ‘

Use of a«pretest/bosttest finds favor with students When grades are-
based on totadl gain, rather than the highest score on a unit test, the students
at, the lowest levels of ‘material have as great a chance to earn an A as the
traditional .4 student. To aIIevnate the potential problem of the-better )
" student underachlevmg on the pretest; it is desirable to set a criterion -
pretest scare at which the.student is excused from the unit under study ‘
There is no need for an individual to suffer through a unit if he aIready
- comprehends the material. These students become your Iab ass1stants or do

cnnchment ectwmes %

+  Where do you stand, readlng or no readlng" If you require any readmg, is
“there only one textbook? What are you doing to the over 50 percent of the
students who can’t read the assigned materials? Can you afford to take the
time needed to allow more of your students-to succeed? What prices are you

\ wnlhng to pay toallow all ofyour students the chance to expenence success?

DonaldR. Daugs' & . N
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R A

9. Thorndike, E. L. “Reading and Reasoning: A Study of Misiakes in Paragra ho

-‘Reading,” Journal of Educational Psychology. 8 (1917), 323 .332, :
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: Adapted from.lournal of Reading, 11 (Apnl 1968), 513-516, 575—578..

"o Howcan Fry's readability fo'rmula be used 1o aid in materials selection?
. o Whay a.r.iympuon.t underlie readability formulas. and whyt cautiong are implied for their use?

. s

" The purpose of this art|cIe is to present a revision of the Readablllty Graph
ﬁgcther ‘with directions for its use aid'to present some validity data whrch
oompares readabrlrty scores on several dlﬂ'erent formulas.

Readability formulas have been arbund for many years and a good deal

" has been written about them. For the reader who wants a more detailed

overvrewof the topic, books, hy Klare (9), Chall {2), and Dale(3)are recom- ‘
mendcd Yet, the topi¢ seems to hold fresh interest for. each semester’s load

“of g,r#duate students-and for some serious resedrchers. Though-read'abllrty
. formulas are used by some teachers, some Irbranans and some publishers,
therr number is all too' few. Perhaps the sheer time it takes to apply“these.-
" formulas causes them mostly to Iangursh |n term papers and occasronal

Amagazxne artrcles : o :

The Readabrlrty Graph was grst devcloped -when'1 was in Uganda and

»
LA READABILI'{Y FonMULA““.-: T
. THAT SAVES TIME | . 'a : SRR
BdWll‘dFry ot '4?"7&"‘»?’\ . ‘.' g : *.t . T:‘% _
e Rulgers University = , KN o o .
v h "' ’ ) > . Ny . ;1. <

snmplrcrty was a prime prereqursrte The original versron appeared in print ™"

' that wag read mostly by British readers (6, 7); and hence it is not too well
' known in the United States. terhaps thé fact that it was onglnally geared to

> a set of African readers has caused it to be accepted more by the emerging
nations. " :

“The Readabrlrty Graph presented in th|s art|cle\|s aimed at the United
- States educational scene. The grade level desrgnatrons are for America; the

snmphgty isa need I find unrversal.

o
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Perhaps simplicity mgy best be measured in printed pages. The Dale-
Chall fofmula takes #bout eighteen printed pages while the Readability

. Graph takes only about two, The sRA formula is relatively simple, but it're-

quires a plastic gadgét which costs several dollars and it has only four

- difficulty designations. L . e

~

i

- Directions for Using the Readnbility Grnph Y .

Select three one-hundred word passages from near the begmmng. m|d-
dle‘ and end o&the book. Skrp all proper nouns. . D~

2. Count the total- number of sentences in each hundred-word passage
(esttmatmg to nearest. tenth of a sentence). Average th!se thrée numbers.

3. Count the totil number of syllables in each hundred word sample
There is a syllable for each vowel sound; for example cat (1), blackbird (2),
contmental (4): Don’t be fooled by word size; for exampie polio (3), throug
(1). Endings such as}ed -el, or -le usually make a'syllable, for ex,nmple
ready (2), bottle (2). Tfind it convenient to count every syllable over one in
each word and add IOO Average the total numbcr of syllables for the three

'samples , . - P

“4: Plot on the graph the average number of s¢htences per hundred words

and the average number of syllables per hundretl words. Most plot pornts,

fall near the heavy curved line. Perpendlcular lines mark off approximate

grade IeveI areas. , &
Example : o
- . Sentences per ' S yflablés per .
VL v & -.100 words , 100 words . .
IOO—word sampic Page5 | 9.1 ] 122
. 100-word sample. Pagc 89 C . 8.5 . 140
. . 100-word sampic‘Pagc 1600 - = . 70 . 129
’ o ' 3)24.6_ 3391 .
Avcragc ) ' ' 82 ’ ) 130

Plottmg thcse averages on the graph we find they fall in the'ﬁfth grade area; ’

_hence the baok is about fifth grade difficulty level. If great variability is en-
- countered, erther in sentence length or in the syllable count for the three se-

lections, then randomly select sevéral more passages and average them in

* before plotting.

’Qiow Accurate Is the Score?

! I3

If you want a nontechmcal answer lt is probably within agrade level.”

The problem'of valldlty is difficult: F|rst of all, there are no rigorous stan-
dards of just what fourth grad,e difficulty -is as opposed to fifth grade
difficulty. There seems to be some loose sort of -agreement between’
pubhshers and educatdgs, which is based on-experience and perhaps a little

.

4 ¢ .
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on test dqtp. as to whapmgrade level designations mean. However, even stan-

" dardized teést data are not exact. Anybody who has used an old rcudmg,test
“ say the 1957 California Reading Test, on his class, then used the 1965 Stan-
ford Reading Test on exactly thé same class at nearly the same,time, cun tell -
_you that the.class mean. readmg score expressed in grade levcl is quite .

. ,‘diﬂ'erent In deneral newer testé are more difficult o, in other words, a ¢ -
. ninth gradestudent today reads bettcr thllma mnth grude student in former "
yurs bl I,_”' ‘,. R o w.‘ '1,

‘3*_‘ 'The Dale-Chall is partly validated on teachcr und l|brarmn Judgments of
mtmmal difficulty and purtly by correlation with other formulas(2) -

Hence the problem ofvahdrty is complicated by trying to dctermme grade
- level when grade level won’t stand still and when subjective * Judgments” are
about as good a standand -as can be found. There is a partial way out of this .
validity dilemma, *however, and that is by using relative ranking. For.
. example, you can see if a. formula ranks a given ;group of books in the same
>onder as do other formulas. , ! - e
You can also’ determme reading dllﬁculty of the books by lookmg at thlc
mean comprehension SCores of a class who has read thevhooks. In using
» eomprchcnston scores you run into the problem of equal difficulty of
' comprehcnsron tests (is the test for Book A easier than the test for-Book BY), -
- but with all its faults, comprehensidn tesfs give us a somewhat more objec- ‘
tive method of ranking the difficulty of books than just *‘subjective: ‘teacher ;- .
judgmcn ‘The- comprehension test melMdd” also jgives us a completely -
dlﬂ'ercnt mcthod than srmply compafing Formuta I with Formula 2. -

Qrade levet designations were determined by simply plotting lots of books
- which publishers said were third grade readets, fifth grade readers, etc. |
then looked for clusters and **smoothed the cupve. \After somé use and cor- -
relatronal studies the grade level areas were adjust®Ny. The grade level areas  *
didn't come out too even, but that is part of the trouble with working with

- real data. The fact that there is much less graph space for grades four and °
five than for grades six andSeven is interesting.- It may be an inaccuracy in -
‘our data or it may mean that fourth and fifth grade materials don’t change in '
dlfﬁculty as much as sﬁxth and-seventh grade materials and/or students’

. reading abilities. In any event, other formulas such as-Dale-Chall and sra
_don’t attempt to designate levels only one grade apart. (Dale- Chall gives two
grade designations such as 5-6 or 7-8 and SRA givesteven broader designa-’

’ trons) : . . .

.l)

) ' ' ' e P . . N i N
Remlts of Comparrson lnvestlgatlon P K\

The 'Readability Graph' presented' iri’ this article ranks books on a hard- to-
' easy oontmuum abopt' as well as Dale-Chall and Hesch%nd_srA’ fdrmulas
(see Tables lAnd 2). lt also seems to give about the same grade level ‘

\

R "_ C 3]

-

Edward;Fry . -

ERIC



.

oo . . C. s ) "">[.‘l.l’r"’
IR ‘ ' 'rA‘m,ﬂ-l - S
RELATIVE RANKINGS OF TEN HOOKS BY READABILITY METHODS AND™
STUD‘HNT COMPRLEHENSION SE’()RI&S - - " -
- T - S
. . ’ .-y " Dales | - Student
Book Title o Fry m - ‘Botel .~ Chall”  Flesch  Comp.
_ Light in Forest_ S I X 1.0 3 28T s
- Mige and Men T2 28 23, 7.0 35 25 13
wo' . ThePearl - -~ - = 23 28 25 15 23 3.0
Shane - 23 -28 - 25 33 28 40 —
Death Be Not Proud ;63 700 700 60 6.0 5.0
Moon Is Down' 89 35 45 6Q. . 60 X
To Kill A M'bird 65 83 35 .60 60- 70
.. Tale of Twb Cities 8.0 9.0 0. 100 90, 80 )
Sl Mamer ~ %3 . 90 - 100 T 83 80 9.0
"ActOne .93 9.0 70 _ 85 100 100

,

 designations (see Tabic 3)."The Dale-Chall -ranks several books a litgle

" hardet than'the Readability Graph but perhaps the fact that the Dale-Chall
was developed about twenty years ago accounts for this. Atleastitis hopeful
to think that present sixth and ninth graders can read a little better..

The data in,Tables 122, and- 3 were obtained from the master's thesis of
Andrew Kistulentz (8), who was one of my advisees at Rutgers UniveTsity.
The ten ks were ysed in his tenth grade English classes and he

.@nﬂn{gyzwcomprehénsion' tests composed  of three parts: true-false,
t . ] K4 o . ) \
. . ' - ] .
e . CL TABLE 2 :
'\ INTERCORRELATIONS' OF FIVE READABILITY METHODS RATINGS AND
_ STUDENT 'COMPREHENSION ON TEN BOOKS™

Readability - . Dale- - Student
" Method > - Fry SRA " Botel Chall = - Flesch-  Comp.
: PR = — - -
. Fry - , - 98 78 - 94 96 93 -
~.SRA . 98 . - a9 s 90
Botel : 78 g - s 3. 44
Dale-Chall 94 9 82 - = 9 90 _,
. Flesch - - . 96 98 . .73 . 9% = 94
. Student Comp. , . 43 90 64 90 94 -

o X rank ‘order correlatiof of 56 is significant at the-05 level ‘and .75 is significant
at the 01 level. . AN )

) ' o,

32 ' ‘ , A Readability {ormula That Saves Time
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¥ U TABLE 3 IR
" MEAN GRADE PLACEMENTS 'AND MEAN STUDEN® (()MI’RHHN\‘]()N S( mus
e +" ON rl-‘N BOOKS. S
e — e SREe o
P ) ) Gradc_PlaEl"mml Scores . *Comprehension
o < ' - R *
L ‘ . . D‘u.‘:\ - . :
Book Tite -~ . * ' Fry SRA  Botel  Chall  Flesch Raw Score %,
, Light'in Forest . -~ 3° 5 4 5 6 92 .
MiceandMen = 5 .5 ] 6 6 92
- ThePeatl 8 » 5 5 3 'y 20
Shane 5 5 BELY'Y 6 osiB
Death Be Not Proud 7 7 s ) 'R
Moon Is Down - ) ) 7 ﬁ Y N A
ToKill AM'bird - 7’ 6 . 7 . 8. 88
Tale of Two Ciiles -0 . oy, 2 .
Silas Marner. , e 0 w0 Yot e 79
& , A
-ActOne \\ 0. - 10 8 '& AL "'rz R B

.- - Note: Single. grade levebcores from fonnuln yielding gro.a dedgmliom wn'e
obtained by averaging scveral pmpln and founding to the. nearcn W ole npmber

=

multrplc chorcc and short par.ngr.rph cssay He then d|d rank ordcr correla- . v :
tions ‘between the’ Dale-Chall (4), Botel (1), Flesch (5). and s®A (42"

readability formulas and the comprehcnslon tests. Mostof the [ormy}as COI’-

related quite highly among themselves and with the comprehen\mon tefts. .

The Dale-Chall formula corrcldted quite hig,hly with the Remablllty
~Graph (.94). The hlgh correlation wrth the. Flcsch formula (.96) was. expcc&ed
as the inputs are basically the same, only instgad of mathematical’ COmputa-
tions, the, Graph has plotting to’ yreld levels. The SRA formyla alse has the*
same inputs of syllables dnd sentence iength -bdit uses a plastic wheel for an -
“analogue {slide. rute- type) device to compute level’ (correlauon .98).that =~
yields four gross levelsonly (/2).The Graph yields 13 grade Ievels My.c onlay
planatron as to why the Botel formula did not correlate better (.78) with _
'.'anythmg plsc is lhat it takes into-account only vocabulary difficulty and com= "+~ .
. 'pIchy rgnores structure com.plexrty (whrch is’ usudlly rqﬂected in sentcncc
‘Icngth) ., - ' S .
"~ On.a Iowt:r Icvel‘ the Rcadabllrty Graph has been compared with the
Spache formula in a study done by Martin. Kling and ‘Clement Harmowrtz
for the Boy Scouts of America (10 1T). They concluded-that. *there was a
.véry close agreedent between: the. readability level accordmg te both
_formulas. ... Iti is ‘Srbbablﬁmore efficient to use Lhc Fry Rcadabrhty For- 2
o mula at thc pnmary grade lgvcl“ (10) AR

SEdwardFry b oo e 33
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 GRAPH .FOR- ESTIMATING- READABILITY ~ ' J
by Edwerd Fry. Rutgers qu’ordw Reading Centec, New Jerwy
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- - ety o | .
Dlrectlons for Working Reudabtllty Graph to . . ' S

1, Randomly select three sample passages and count out exactly 100 words begin-
nmg.wn!'h a beginning of a sentence. Don’t count numbers, Do count proper nouns, .

" 2. Count the number of sentences in the h_gndred words- emmatmg Iength of the
fractlon of the last santenee to the naarest 1/10th ' '(« ' . .

3. Count the total number of syllables in the 100-word passage. 1 you don’ t huvea i
-7 hand counter available, an easy way is to simply put-a mark above every syllable
" over one in each word, then when you get to the end of the passage, count the
numbar of marks and add 100, - -

4 Entggraph with average sente ce' length and number of syllables; plot dot where
#The two -fines mtemct Area where dot is plotted will give you the approxnmate

. grade fevel. - ¥
5. I 8 great d_eal of vnnablluty lS found puttlng more sample counts into the average
- irable, 2 . .

chroductlon permitted—no copynght

A " . . N ’

"ARe qbilz.‘ty'FormuIa. That Saves Time
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'lb . '. ’ 13

Readablhty formuias have had & wndespread Iong-term interest among o

?A"»f'-.profcssmnals in the reading business. However, their lack of use in broader -

3 ‘edngatndnal circles may be due to_excessive working time and dlfﬁculty in
computing some existing: formulas. The R eadalility Graph is presented asa -
faster gnd simpler method-of determining readablllt)é If correlates highly
“with the Dale-Chall, sra,. Flesch, and Spachie formulas, My only hope now is
_that it be widely used{by teachers, librarians, and pubhshers as one im- * -

- ;"pbrtant objectwe metl;od of det€rmining readabll;ty L L ear
;! .. . G‘ . . ' i - ol

: Rcleuncos o S ‘ _
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of English. Illinois, 1949.
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Section Three

s, - B R

;e DT £ N
‘ ) -~ GENERAL STRATEGIES

@

° . .
s o N

‘How can"gén eral instructional strategies”.b:é devbldped which will en- '
.courage student lgarning? The key lies in actively engaging students»

in the learning process. Appropnate instructional materials need to-

. be implemented through appron;aate instructional strategies, and

these strategie$ must be studengftentered. They must directly in:

‘volve students i in the learning process and, at the same time, provide
-positive gundance and direction to further-mdependence in learmng

tional strategies which actively invojve students in learning through -
reading. This, involvement is achieved through differentiated
instruction combined with flexible and varied classroom organiza-
tion. Earle and Sanders give specific suggestlons for individualizing
content area reading assignments within. the classroom. Hansell
dcvelops a rationale and specific steps’ for prereadmg activities.
Questioning ds.an mstructlonal tool reconsidered by Herber and

The drticles-in thls Section, provn%‘e concrete examples of mstruc-

.Nelson and s:mula'tlon strategles ?re advocaied as a more realistic

classroom practxce. Finally, Earje and Morley provide specific di- - '

- rection .in, ‘how to vary le4arnmg “tasks to allow greater student. and
- teacher freedom in the classroom :

-

. .
\ v y, , : R
RIS . . '
< . I
.. .
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different SItuatlons and in'several combinations.

4
A0y : B
. ‘ ) .
_INDIVIDUALIZING . . , .
‘BEADING ASSIGNMENTS oy e
Richard A. Earle oo . . .
McGill University ‘-’_7 R .
‘Peter L. Sanders : oo ¢
. Wayne State-University - . L .

classroom knows that students, whether grouped homogeneously or not,
represent considerable variation in ability to read required text Thatertal.

The range of reading ablllty and the variety and difficulty of subject matter
~text are ‘obstacles which can prevent eﬁ'ectn’é interaction between the

student and the text. Those studefits who are- fortunate -enough to have at-
tained independence mdy need no special help. But what about theothers? Is
it “*sink or swim”? . S

A short informal assessment of readmg ability WI“ reveal which students
are less than successful in mastering their reading. Even more important are

. the observations of a sensitive teacher, one who feels that if an assignment is

worth giviag at all, Elﬁ'erentlal amounts of assistance must be provided for
certain jndividuals and groups wxfhm the class : -

- Individualizing subject matter a gnments is an attempt to get away from

' regarding a class as a monolithic “they.” It means providing enough help to
ensure that each;student will successfully master the required reading. It
" does not. require individual preparation for each-student in the class. Nor -

o What six specific procedures are described for fndivMualx'zing reading assignments? / Co

'Any teacher who has spent more than a day or two in the public school )

..

does it mean a different text for each individual. No one means ‘should be sin-

gled out and used exclusively. In fact, various techniques may prove useful i in.

v
3

Adapted-from Journal ofReading. 16 (April 1973), 550-555.
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;can represent useful and constructlve assistance. -

l.cvels of Sophlstintlon
‘Not all students will find it posslble to answer, sophlstlcated questlons

2

'_1 reqmnng the -application of meaning from subject matter reading. Some

'students might well profit fr9m questions desxgned to identify and generalize

 relationships among particular: facts or 1deas By the same token; poorer.
readers generally find it easier -to locate and venfy answers tospecific

** factual questrons, rather than questions requmng mterpretatron or apphca—

* tion. - : . -

- This suggests the ﬁrst means of mdmduahzmg subJect matter readlng_-

the student’s rcadmg ability. Thﬁs, each studeént can experience the satisfac-
. tion of mastery at some level of ‘comprehension, while all the essential in-

- assignments. Given an important assngnment match questlon difficulty to -

- formation is gledned from the assignment. Postreading classroom discussion

carlbe planned to ensure that the lnformatlon galnod by each can be shared o

“by-all. . 8 N : _

- Ote note of cautlon It is tempting to “plgeonhole” students uslng ‘this
method We have been greeted (by teachers who thought they were indi-
vrduahzmg) with such statements as “These are my literal level kids, these
- are my interpretation level kids, and these are my apphcatron level kids.”
permanent.classlﬁcatlon such as implied in this statenient 1s not desirable. lt

may be detrimental to the child’s learning, certalnly to his continued reading . -.

growth in'the subj ect matter classroom. Regarded as one means of adjusting

the task to stident abilities, however teacher questromng ‘at dlﬂ'erent levels-

e . - <

Drﬂ'erentral Structurmg

One of the most useful techmques for dlﬂ'erentlatlng subject matter read-
ing assrgnments is to ask questions or give instructions which incorporate
varying degrees of structure, accordlng to the needs of different students or

Vo . R

_ groups of students. Strycture, in this case;, ‘means. gurdance built into the

" question .itself. For example, a teacher whose gurdance consists only of

. “Read Chapter'7 for tomorrow” is really saying to the students, “Someim-
portant quéstions about our subject matter are answered in this reading
assignment, but I'm not going to tell you what questions they are. You find
the answers, come in tomorrow, and in our discussion I'll let you khow what
the questions were. lfyour answers fit my questlons you will be a winner; rf
~.not, you| Iose .

Constderable gmdance ca‘h be provided by asimple questlon for example,

*“Read this assignment to find outgsuch .and, suth.”” While this at least

provides students with some purpose.for attacking the readlng asslgnment

- some students will have difficulty in Iocatlng and venfyrng such information,

- 3

Earle and Sanders | A5 SR
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" ternatives can be sophisticated stateme

v

' ‘ . '=v. - ) - . ' . . ’
+ particularly in a lengthy reading assignment. For these students, a some-
' what hlgher level of structureis in order :

" Our’ expcnence suggests that reactmg to alternatrves is, in_fact, easier
than generating alternatives. Therefore, questions’ can be strictured with
several possible answers, the student’s task being to verify one or more of
the alternatives provided.-Depending on the studéfit’s need for structure, al-

3ts representing application, gen-
crahzatlon orinference, each to be supported or refuted wrth eVrdence from

: the readmg

On the other hand, several lmportant detarls can be mcluded in a struc-

'. tured -question, with the student being reéquired to verify their literal
_ existence in the text. In some cases, students wha are unable to read well

enough:to comprehend material in paragraph and/or sentence form can be

_ supplied with a list of single words to be verified or rejected in the light of a

) particular subject matter question. Combmed With these techniques, even-

_more structure can be provided by giving Iocatronal ard in the form of page: 2
and/or column number. . : :

s

-
I .

¢ students who are overwhelmed by several pages of readmg can suc-
ce en the teacher indicates the paragraph (or even line number) where
thé information can be found. This approach—like most other elements of

indivi ualrzmg~depends on the diffidulty the students are likely ta have with

a given assignment. It is interesting to note that some students who are la-

~beled “‘nonreaders” have successfully read subject matter assignments when

questlons included a little more structure. Structuring a question dif-

ferentially means ‘providing, within the question itself, enough guidance to

enable the studenf to’be more certajn of locating, identifying, and verlfymg
4

essential mformatron contamed in a reading assrgnment
/ S

' Collaborat:on by Groupmg _~. _ . e

There is an old saying that “Two heads are better than one.” This
particular appraach to mdlvrduallzmg rests on: ‘the tenet that, with some’
reading assignments, three, four, or-five heads are better than'one. The
essential element of collaboration is teamwork—the sharing of information
and skills in drder to get thejob done. Several forms of grouping allow the
sort of team sharing that is the essence of-group collaboration.. .

One is what we could call a “‘tutor” group, where one person who has a su-

' perior skili in reading can be teamed with one or more students who are not

as gﬂ'ectlve, The_tutor, with some direction from the teacher, might read
portlons of the assrgnment to the others, clarify directions, react to their
‘answers, and generally provide needed assistance, In some cases, two
readers of equal ability might help each other, combining information to ar-

Jfive at a larger understanding than either could achieve alone. Anqther form

xe [ ] . " , ' A
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of groupmg is “abrllty" grouping, wherethe class is divided m‘to two or more

groups repre*'entlng dxﬂ' erent levels of readmg performance

‘This sort of grouping, while not recommended as permanent, is particu-
Iarly useful when combined with the technique of questlomng at different
" Ievels of oomprehensron Still another form of grouping is “interest” group-
mg, where students are teamed to complete various tasks representmg com-
‘'mon interests.

Incrtlentally, most students, given the choice, will not select a task that
. appears too ‘easy; rather, they will elect to do that whichi is both interesting

“and challengrng e ¢

Perhaps the most common form of useful collaboratlon in the subject mat-
ter classroom can be achreved by “random” grouping. In this form of group-
rng two or more students are teamed on the basis of any random means, such
‘as their seating arrangement in the classroom: As with other,forms of
collaborallon, the object here is to share skills and information. However,
‘the most lmportant element of random grouping'is that it encourages an
interaction among the students. In contrast to the: teacher-led classroom dis-
cussion, random grouping provides each student time'and opportunity to”

- ‘verbalize ‘his findings, support his general,rzatlon, and question other

students. 4 R , / *

Students are sometimes uneasy or even amused by the prospect of
collaboratrve&ﬂ'ort Certainly they have little'opportunity for su sharingin .
many classrooms throughout their public school career! %nd e teacher.

may . feel uneasy, perhaps equating group collaboration with . cheating or
rmproper teaching. However, two facts /should be made [clear regardtng
" grouping: 1) Students do learn from each other by assisting or challenging -
their colleagues in active, ways; 2) ‘teachers, when freed from the lotal
absorption demanded by the lecture;, are able to help, stimulate, and
evaluate students in individual ways. Ilyou regard group effort as an integral
part of individualized learning, your students will catch on very quickly.
Collaboration on subject matter assignments is one eﬂ'ectlve way of improv-
ing learmng, espec|ally for the less eﬂ'ectlve reader. :

Selectmg Appropnate Material

In the ideal classroom each student operates wrth material that is suited -
to his instructional level. We know, however, that this ideal is rarely the
case. Some subject matter simply cannot be presented at low levels of
dlfﬁculty In other cases, money is not available to buy published materials.
Or a given textbook may bé required by those who design the curriculum.
The net result is that most: content classrooms-boast a single textbook, often
too difficult for thestudent. This situation necessitates other methods of in-

. dwrdualrzrng, such\as mentioned in this article. Nonetheless, when cur-

v
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.Varying Time Allowed

~ task of hé

riculum-specific materials. of easier readability are avallable they become
another excellent means of providing each student in your class with the op-
portunity to 'master his readmg assngnment successfully. .

In classrooms where coverage of the entire course takes precedence over
student uhderstanding, there is little opportumly to expect more of some
students than others. However, some teachers feel that mastery of fewer
understandings is more 1mportant than superficial coverage of large
amounts of subject matter material. These teachers have found that yet
another w:i'gko individualize reading assignments is to vary their tength, that

Varyhg Assignment Length

is, the numpber of understandings to be gained. Some students can handle
lengthy assignments satisfactorily. We know, however, that others are com-
pletely overwhelmed by the prospect of ten or twelve pages of text. Hence,
they avoid thé pain of frustration and failure by refusing to do -the assign-
ment at all. For these students, reducing the reading assngnment to’
manageable proportlons often gives them more opportunity for success. For
example, some may be directed to read only the most important sections of
the material, perhaps even a single page. Others may experience success in .

~ selecting - a few of the important ideas or descriptive terms. In_extreme

cases, poor readers could be asked to do no more than verify certain-key
wogds. This particular technique is especnally useful in conjunctlon with the
differential structuring ofquestlons .

-

Many students need more time to complete required reading assignments. -
They might be more successful if given a few additional minutes (or hours) to
complete the task. 1t is unfortunate that the usual public school organiza-
tlon—the forty-five minute period, the elghteen week semester, and the

agded year—makes this sort of basic individual assistance very difficult.
N vertheless, the subject matter teacher can devise means for adjusting the

~ time factor/n reading assignments while retaining the necessary degree of

guidance arfd control. Many sensitive teachers endorse deadlines firmly but
not. ngldly, they do not 'regard deadlines as sacrosanct. Sometimes a
straightforward question, for example, “Would it be helpful if you had till
tomorrow, or fi€xt Monday?"’ can guide the teacher in his decision. Surely it
would do wopiders for the student/tedcher relationship by. communicating

~ the- concernfand ﬂexnblllty that is the hallmark 6f-the sensitive teacher.

Students‘?{o finish ap assignment may move on to other tasks, including the
ping those who need additional guidance. It is important to note

that additional time must often be combined with other types of assnstance,

as suggested in this article. , »

48
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It is difficult (even dangerous) for reading specralrsts to suggest publlcly
'replacnhg printed text ‘with assignments ‘that do not require readrng
- However, the' undorlymg premise of this' article.and the major concern of
most Eubject teachers is that mastery of the’ ‘subject matter takes prece-~
denceover d student’s reading development :

, In point of fact, the teacher 1S expected to teach subJect matter 1deas and
_skllla regardless of students,\ readlng abilities. Even when the studentl

.. Teceives separate expert reading instruction, mcreased reading ability is 4"
long time coming. Therefore, when the student is se\yerely handrcapped
many important ideas can be commumcatedﬂ'ﬁ'ough other media, such as

. pictures, tapes, records, films, and filmstrips. Of course;. we must face the
fact that complete abandoniment of required reading pre\gents the student -~
from.improving his reading ability. He becomes forever dependent an speech
alone to gather and assess information in‘a given subject area. It therefore
seems advrsable to use’other medra as supplement rather’ than as replace-
ment SR : .

For exampl e,qmaterral presented orally can often be accompamed by writ-

i 'fen ‘quéstions ‘structured o provide a maximum amount of guidance: Since

thie questions are in written: foem, they will require reading; hence, they

represent clements mtegral to both subject matter mastery and contmued

reading growth. However, to the degrec that reduction or abandonment of

_ printed material is necessary to énsure student suecess,: the techniqie can be
eﬂ'ectlve in overcommg the obstacles presented by readrng assrgnments

R ) o P

Summary *

. Thi,s,a,rticle'has described several techniques for individualizing reading

~ asSignments in subject matter classes. The approaches mentioned herein do
not represent a comprehensive list of suggestions. Nor .are they all
guaranteed to be equally practical or eq’ually comfortable to certain )

. ‘teachers. Experience suggests, however, that the use of these approaches

Lhas provided-many nonreaders with the help they needed to become success-

ful readers—at least to some degree That alone may be reason enough fo

&grve them atry! :

\ .

v
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A_ . -What steps are recorhmend_ed for planning prereading aclivities, and whal teaching

procedurisare suggested?
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INCREASING UNDERSTANDING
IN CONTENT READING =
T Stevenson Hansell e
- gUnivérsity of Qelawarg

~E T

Tgacher§ in middle schools, junior high, and high schools are accepting, in -
increasing numbers, the fact that studénts cannot read their textbooks-inde-
~ penderitly, “What they really need is to leatn to read!” *He’d be much hap-
* “~ pier.in thé third grade where he belorigs instead of here in sixth grade.”, .

Th‘esé'aqd‘ similar comments are becorhing increasingly common. Recogni-
tion of the problem has led to attempted solutions in too few classrooms.

It is o the credit of readirig teachers at these levels that they. H'

hope, the desize, the understanding of how a single child learns, and the am-
bition to take on the task of teaching each stuéeni in school how to read well
_enough to handle his textbooks independently. Credit must also be given to
‘content area teachers who provide instruction with alternate materials when

their texts. - , . Coe
As'l"t':adi’hg' teachers fi‘a_v-e bqen; saying for years, students can be

frustrated, irritated, and demeaned by being required to attempt tasks at’

T

which they cannot hope to succeed. Surely, an accurate reading level place-

_ ment of second or third grade means that a student has a sight vocabulary-of
>« Only 500 to 800 instantly recognizable words and a critically limited ability to

deal with unfantiliar multisyllabic words. However, this redl problem is com-
pounded by the belief that standardized reading tests and readability
formulas are exact measures and that theresults they. yield are so powerful

v . P N

Adapted from Journal of Reading. 19 (:lanuz_xry 1976), A307-3|_0.-" ,
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. that teachers are unable to overcome a mrsmat’ch in- these numbers. What is
- the real difference in bility to-deal with a given passage betwéen students
‘who have fourth and&

dardlzed tests? We simply don't know: .

One way that test publrshers have tned to commumcate the mabrhty to
.measure reading abihty exactly is to report scoras in percentile bands
mstead ofgrade levels. This practice must bé commended for its honesty.
‘An mterestmg by-product of reporting scores by range rather thah point is.
. that the total score becomes virtually useless t6 teachers. Information gbout

£

requires moreof a teacher 8 precious time.- - g o

Authors of readability formulas, too. have tried to communicate the inac-
curacy of their form of measurement. “What I hope for," said Rudolf Flesch
(l952), “are readeérs who don’t take this formula too. serlously " Jeanne
., Chall (l958) echoed these sentiments when she.said, !‘the more mechan-

rcally a readability formula . is used in simplifying material, the smaller -

“the effect on either comprehensron or readershlp"' In other words, both
-standardlzed tests and readability’ formulas are rough measures Their num-
bersare inexact estimates. = - - - :

1

We can: see just how mlsleadlng such numbers may be when we compare
the performances of.college philosophy majors with mechanical engineers in

understanding a technical description of the stress factors involved in |

constructmg a brrdge and a passage from’ A Crmque of Pure. Rea.son by
“-Kant. This difference i is caused not by the average number of ‘words per

' senteﬂ,ce. not by the number of words which are not on a list, not by the

number of syllables per hundred words, and not by a student's college board
_scores, but by the differences in the readers’. Jbackground information. The
engmeermg student knows more about physical stress and how it will be
- déscribed before he begins to read, so he can understand what he reads more -

completely ‘with less effort. The philosophy student in turn knows more -

about philgsophy and how phdosophe‘rs construct theirarguments. In short
prlor understandmg eases reading. . <

Holmes and Smith (1973) have gone so faras to state that understanding
or. meanmg identification precedes word recognition. Kenneth Goodman
(1973) asserts that readers guess what meanings and words will occur by us-&
.ing their unconscious awareness of their language and external cues such as

pictures. Terry Wmograd {1972). demonstrated ‘that knowledge of a

restricted “world™ as well as a knowledge of a logic.and grammar were re-
qurred to allow a computer to assign meaning to written discourse.

CIf understandmg eases the.reading task and if ldentrﬁcatron of meaning
. precedes word (ecognltlon then-all. teachers may help students to read
texts, articles, or books by helpmg them understand the content before they
- deal with the print. Such a strategy puts readmg where it belongs, as one im-

s ¥
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" a studént’ must be soughy from an item anaIysrs of hls answers, a task that



ERIC

- .
Ly

“portant tool for. understandrng the world. The problem of content teachers g

_ ther bécomes,’in ‘the words-of an eighth grade teacher in Boston, one of

: Prereadmg Actmtles

f ®

o

’ A“t:twrty, for example, a teacher must C .
Jkead passage‘to |dent|fy |mportant co‘ncep‘ts

f‘qpr;%lng the students that they know more than they‘thmk they do about.
my cct.j’ . :

Therc are: two genera[ categones of prereading actrvmes whrch address

the problem of increasing understandrng prior to dealmg with print: teacher
-centered or student centered. Teacher centered prereading activities invelvé

such techniques as introductory lectures, films, filmstrips, .or videotapes,
structured overviews (Earle, 1§73), and teacher posed purposes, for
a&amglg' “read to find five ways to ‘produce more food.” Student centered
prereading activities require the students to- think ‘about, discuss, or guess
about the-content of the selection. Students then read to. test their

“hypotheses. Student centered prereadrng activities include such techniques

as the ReQuest procedure (Manzo, 1969) and the Content Directed Read-
mg*Thrnkmg Actrvrty (Stauf[er 1975). o o &

lt is notable that while teacher centered activities may- be presented. in
texts and teachers* manuals and applred with little teacher preparation,
student centered prereading activities mvolve active teacher planning, decr-
sion _making, and reaction. To plan a €onterlt. Dlrected Readrng-Th;“rrhrng

”" o

2. (Mentally) outline passage. - b IO
¢ 3. Decide how the passage is organized: .

. Design:a key question which will elicit, similar! orgamzatlon in/students’

minds (or use open questions: “How many questiens can you think of about
_ this passage?” “What do you guess some answers might be?”). -
5. Test key question by seelqg\}fouthne (step 2) answers the question.

6i Decide what initial information (titles, graphrcs, summary, and so forth)
will help students to guess about content of passage. o

- 7. Search for ways others have applied these concepts.
8. Design open ended questions that will encourage applﬁtlon

oy

P

Instead of simply askrpg students fo read a passage, the teacher wrll ask
students to examine the initial mfdrmatlon and then ask the kéy questlon ar
alternatrve questrons After Itstmg all guesses'on the chalkboard, the teacher

‘. will ask sfudénts to read to find if the author included their guesses. Non-

(

contributing students may be asked to select one or more guesses they.\qan
call their own. The teacher then asks students to evaluate their guessestin’
relation tg the passage, clarify the key concepts, and ask. Qpen ended ques-
tions that encourage generallzatlon and application. .

-Since the student centered activities rely. completely on student re-
sponses, questions, and guesses, this category seems far more likely to con-,

-
46 , Increasing Understanding in Content Reading
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vince lhose sludcms who- parhcnpa.te that they do mdeed know more than’,
they think they do, ~

" If student- centered prereadmg activities ‘convince sludenls lhal they ala
" ..ready understand the content and if underslandmg precedes word identifica-

tion, then student centered prereading a8tivities'are a means for teachers to.
prevcm student frustration caused by: reading: dllﬁcully and to facnlnate the

-~

development ol‘content goals. T
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e How is student comprehension developed through simulation strajegies? *

wo T e What pmcedures can lhumcher adopl to lmplemem simulation’ lgles inthe classroom’
2 'y R i -7vy

|ou;snom~e IS NOT THE ANSWER

i _ .
. ) i - R e . "
Hmld‘L Herbcr . . . :

Syracuse University ¢ Ty

* Joan B.Nelson "~
Slau Umveml; of New York at Bmghamlon

..{ S
(T . ST Ty .o ) .
Lo %

.Thc interrogatwes “who, what where, when «why, and how are standard

: _tools for the inquiring reader A reader who can apply these mterroga‘t'Ves
mdependently has’the necessary skills for selecting pertlnent information,,
for developmg concepts by perceiving relationships within and ageoss thatin-
formatlon, and for synthesizing those concepts with others drawn from pre-

vious expenences , : : : _ ,__;:.,

-

These interrogatives aré also basic to quesnonmg, a tedcher s most
frequently used instructional topl. Most teachers regularly use questions to

N guide students’ reading of text materials, believing this to be an effective way -

- .to help students acquire the information and ideas in the text. . Somé teachers
- are also_aware that reading skllls are implicit in the appllcatlon of questions ‘

to text materials. These teachers have two objectives in their.use.of ques-

tions: 1) to teach the content in the text and 2) to teach the readmg skills

* necessary for answering the questions being asked. -

The valldlty of these two objectives seems obvious. However a carej;ul ‘
reflection on what these. objectives assume, particularly the second one,
raises seriousiuestions about that validity. When one directs students’ read-

- ing with questions, there is an implicit assumption that students already have
the readirig skills necessary for a successful response to those questions,If
the students do indeed possess those skllls\then such Iquesuomng is perfectly

»

‘Advapted from.lournal'ofReading. 18 (Ap’ril l975). SILZ 517.
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m tqadlng wrth questions-that assume they do is misdirectedt@aching.

,'° tedllh: a skill'but, on ;heother hand, assumes prior possession of that skill
7 in order to perform the required task? This is what happens when a teacher

*_ attempts to teach interpretation, for example, by asking interpretive ques-
oS of stq.tfe?&g whoneed help in learnjng how to interpret. If students can
Wriswer thﬁ itérpretive questlons do they ngt already possess theinterpre-
tive skills?" they do not possess the vskrl&?,does asking questrons that re-
jrethe use ofthceskllls really teach them the skills?

5 :‘naseems very probable that,

Pia

._,comprehensrond]uestromngtffnott ¢answer. .

Consrder what is assumed for students by: the science ‘teacher in the
- following [ésson on polluupn The redding selection in the science text
. focuses on carbon_guonoxide as a major air’ pollutaht. The authors have or-:’
¢ ganized their information and ideas using the cause-effect pattern of organi
zation. Some of the cause-effect relationships are expllcrt others are im-
plicit. To agquire the, information®and to perceive the concepts imbedded in,
the:material, students nced to be able to read for cause-effect, an important
_part of the comprehension process. ' '

Pnor to giving the reading assignment, the teacher and students engaged
in appropriate activities to prepare for the teading. Assume, then, the
" teacher knew that his stuﬂents needed help i’ learning how to read for
‘cause-effect. HIS instructional purposes were 1) to develop students’ skills in
) readmg for cause and\eﬂ‘::ct and 2) to guide their lei\rnmg of the content of
- the reading selection. Fo aid in accompllshmg those.purposes, he gave them
llie following questlons ‘
1..What percentage of all air ‘pollution is cauged by carbon monoxrde" s,
2. Why is carbofi monoxide a major pollutant" ’
3. How does CO poisoning affect a person’s body?
. 4 Where does much of our CO porsonmg come from, other than -automobile
r engines?
' ‘What is themost obvrous way to Feduce air pollution?
. How do socrefy s priorities relate to air pollution?

. What have you observed concernmg pollutron that suggests people wquld
rathernot face reality?
L N

. Some ‘of these questions are. at the literal level others are at the mterpre-
t.rve. requiring students to percerve cause-effect relationships across in-

4

Qo

‘formatign from sevéral places in the text. Still others are at the applied level .

of comprehengion, requiring students -to synthesize ideas from the reading’

selectlon with ideas from other sources or expenences . » -
: tﬁese good questrons" Surely they are. ‘Are they appropnate ques-
ST ‘ ,-"' ) o »m%gé_‘s
, ,ﬁerber and ‘Nclson . ) _ 55 . , T

\ o :
-valld But if students in fact do r;ot already have those skills, then directing

-~

f-"nstructlon in’ how to read with good

lsn vahd to use a teaghing procedure whrch -9n the one hand, is desrgneda L

.
&
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tions? No, they are not, if the in.ténded objectives are to be believed. The
. Questions may be appropriate for students who already know how to read for
« - cause-effect relationships, -but they are premature for those who lack the
experience and skill. For students who have not learned how to manipulate
**« information and ideas in- this fashion, questions that in reality assume
possession of that skill do little to develop it. Usmg questioning to direct
students’ search for information oY ideas assumes at least some com tency

_ and mdepcndence m“the process essential for the search. '

Qu'estions Are Valuable .. Fao , o

None of this is to suggest that questlonmg is_poor teachi procedure‘m
the absolute sense. Speeches have been given, conferences.orpnized, and
papers, artlcles and books written on questioning as an instruc on4l device.

i Anyoq; conversant with educatlon cannot doubt the appropriateness of
questioning. : .

& . Theart and science of questlonmg is fundamental 1o good teachmg Well-
formed questions can stimulate both critical and” creatlve response -from
students as they interact with one another or the text material. Questions
can be adjusted to the needs of students and their ability to respond, ranging
from simple to profound, concrete to abstract. Gpod'questions can reinforce
the reading skills that students already have by providing practice on the ap- '
plication of those skills. Maply teachers use study guide’ questions for that
. purpose. Good questions, adcompanied by reinforcing feedback on the na- -
“#  ture and qudldty of the responses, can raise the students’ levels of sophistica-
“tion in their use of the feading skills implicit in those questions. Many
teachers provide students with study guide questions to serve as the basis for
small group discussions to accomplish that purpose. .
But what happens when students do not possess the, skllls to practice or
reinforce? What does one do when questlon’s‘ﬂo not seem appropriaté&dr do
A
the job?.It is very likely that there needs to be a’'procedure that is
preliminary to the application of good quesnonmg strategies. This could well
bethe dppllcatlon of good simulation strategtes

ConSIder a different approach. to the &;n}lesson on carbon monox1de

The teacher guides students, throtIgh same appropriate activity to
prepare them for reading the text. The purposes for reading are the same.
But the manner in which the teacher guides the students is different. The
-following materials are'givén to the students and the teacher goes over the
directions arally to make certain'they understand how to perform the task.

Carbon Monoxide&' ‘L .

Part 1. Dlr:zoﬁ‘s\l'{e!e are twelve sets of words or phrases and numbers. The
-words or plfases in each set are'separaged by a slash. Yéu are to decide if the

first word or phrase in a set stands for a possible cause of what the second
fp o i . f: ]

R 3
s S : _
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1
-.,-word or phrase stands for. e nﬁmbers at the :end of each set tell you the

page, paragraph and lines here\you can find thé¢ information to help you

decide: Work together to make your decisions. Be ready to sh0w the mforma- C

tion in the text that supports your decisions:

-

[ RS- NV

1.

- 11, Inhaling CO/troub

“Carbon monoxrde/more than 51 percent air pollutron (113,1,1-3).
. Autombpbile 4eng1nes/80 percent carbon monoxide ‘emissions (113,1,
6—7) AR P

. Incom Iete eombustron/srgmﬁcant percent of CO emrssrons (ll3.l.

7).

. Carbo monoxlde/danger illness, death (113,2,1- 3)

. Onegallon. gasolme/&hree pounds CO(113,2,6). .
. Mild CO poisoni /hrghway accidents (114,1,1-2).

. Faulty exhaus tems/pmsoned people {114,1,9-11). -

. CO pajsoffing foxygen starvation (114,2,1-2). ’

9.
10. Heavy smoklng/p]rmanent combination of hemoglobin and CO (115,

Hemoglobin and CO/strong chemical bond (114,2). <

.0,4-6).

Je with hearigg (115,1,9-11).

— 12 Reductron in tra‘fﬁc/obwous remedy (115,1,1

After part one is completed by students and d|scussed they do part two
Again, the teacher goes qver the directions to insure undeqstandmg of the

task.

Part 11. Directions: Read each of the following statements. Check these you

_ believe to be,reasorrable Think about the work you did in Part I of this gurde as

well as othegideas you have about pollution. .
. . — 1. People will rrsk their lives to have what they want.

= 2. Whata persqn wants is not always what he needs. ’

'—-—-3. Good replaces bad more easily than bad:replaces good.
; —-—"'4 What you can't see won't hurt you. =« - '

g

‘the information in the text .

k3

- tions while the other is bas

questrons, and presented then

— 5. A surptus can causeja shoi'tage

N\
J :

’ ‘Herber and Nelson ‘ . . ._)7

o

W Now what is the difference between the two Iessons and the procedures
. they-represent? The. obwo}xs difference-is that one is based on a set of ques-
on_a set of words and phrases and a set of state-
ments. But within that ob ‘ous drﬂ'erence is an rmportant distinction and the
potentral for simulation.

You will note that the materials for the second procedure really present
possible answers to the «q eétrons posed in the first procedure. But the
teacher asked.those q'uestl ns,ofhrmself rather than of his students. As a

_skilled reader.of science m ferial, he was able to discern the cause-effect

- relationships and to expressrt'hem by a series of related words or phrases as

» well as by a set of sentences.\He then took these, his own answers to his own

to his students as a series of alternatives for -

them to consider. Their task was to take those ““answers” and determine if-

r ideas- from their ‘store of knowled_ge and

.
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.. experience either supported or denied their validity or reasonableness.
. w7 Students discussed the alternatives aniong themselves in small-groups and
later with, 1he teacher. In those discussions the question that was constantly
T raised in reférence to.decisions about the validity, of alternatives was
. “What’ s'your evidenc€]” Sluderus responded to lhdf question hy ldenufymg
‘information from the téxt or ideas from their expenence lojusl'lfy their deci-

] sions. Thus, they went through a simulation of the process, the ledcher went

~ through when he created those alternatives in the first place.

_‘Asa skilled reader, the teacher could percelve reldflonshlps within lhe in-
formation and could state those relationships. On the other hand, when
studeénts are not skilled readers, they may experience great difficulty doing
what the leacher can do well. But when asked to find support for statements
- that do express possible relationships across information’int the text, they
- can locate that information. In finding.support for the statements, the
. 3 studenls deal with the text in almost the same way the teacherdid in creat-
; ing the statements. They develop a feeling for. lhe skill lhe teacher had to ap-

ply when creating the slatemenls : .

Simulation can be deﬁned as an dl‘llﬁCldl representation of a real
experience; a contrived series of dctlvmes which, when taken together, ap-
proximate the experience or the process that ulllmdlely is to be applied inde-
pendently. As it pertdins to the process ofcomprehenslon in reading, simula-

\on would be to contrive a sct of activities which approximate what one does
hen one comptehends independently. In our example, the activity approxi-

mates reading for cause and effect, providing a representation of that .

expenence Repeated over time, experiences of this type give students a .

+feeling for:processes which arg part of reading comprehension.

lndependent Questioning

With that feeling as the base and the reference point, and with the confi-
dence that comes from success, students then can respond more readily to
‘questions that require the application of the skill in order to produce their

. own answers. The teacher can explain that the process is almost the same:

- they still look <for relationships and they still think about what ideas those
relationships repreésent; but now they develop their own expressions of those
_relationships. With the previous simulated experience providing a pattern to
follow, they are in a much better pomlon to produce such answers than if
they had not had that experience. :

The principle operating here is that it is easier to recognize information
and ideas than it is to produce them. Using that principle as applied to the

._difference between responses to statements and responses to questions, one |

can -establish an instructional. sequence that moves sludenls along a con-
" tinuum ofmdependence o

.
I3
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1. The teacher prepares statements for students’ reactions,. References
are added to indicate where students might look in the text to determine if
there is information to support the statements (page. column paragraph if
necessary)

2. The teacher prepares statements for students “reactions. No
refcrences areglven '

>
. v
o

3. The teacher’ prep'ares qucstlons for students to answer. References are
added to indicate where students might logk in the text to find mformatlon
which, when combined, might answerthequestlon

4. The teacher prepares questions for students to answer. No refet'ences
are given. .

~ 5. Students survey the matenal raise their own questlons and answer
them. .. R : -

6 Students produce statéments ol' meanmgs concepts gnd ideas dS they
&ead.

of ability and.achievement by the sophistication of the statement or question.
Steps |.through 4 are tedcher directed; steps 5 and 6 are student-directed. -

Earlier it was stdted that- usmg questions to. gmd tudents’ reading in
order to develop reading skills is really based en. the assumption that

. students alréady have the skill; otherwise they would not be able to answer. .

the question. To be sure, the simulation as represented in steps | and 2 in the
.above sequence also.makes some assumptions, but not nearly so many.

Students identify, they do not produce, the valid respanses. The assumption -
is that when they encounter the information in the text they will see the con-
nection between that information and the statements. If they do not, it may
be because-the statement is too abstract. So you make it more concretg,
adjusting statements just as you would adjust questlons

The next time you destudents reading, ask yourself the questlons you
would- normally ask t rﬁh—que’suCns that deal both with the content of the
selection and the comprehension process essential to understanding, that”

' content. Then give the students your answers as a series of alternative. stdte-
ments to respond to. Depending on your students’ achievement Ievels. ;bu

- may want to provnde references for. them as Suggested above. M?ke certain
the statements aren’t too sophisticated for them. However, do nbz.be afraid
to have the students think beyond the literal level ofcomprehenswn Then be
-ready for responses and fOl’jUStlﬁCdtlQnS you may not havé& thought of your-
self. These will come if, after students have responded to the statements and
are -discussing them with you, you keep asking the all-important question,
“What's your evidence?’ . .

[N

Within each of these steps in the sequence one can accommodate a rangen

And where does all of this happen? Right in the regular content area’

'
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- classroom, of course. 'And who does it? The rgg'ular classroom {eacher.
7 .How?'As indicated above. Whén? As often as.it seems profitable; as
"7 .consistently as time and logic will allow. Why? Because students need the

help; they need to be shown how to-do what their teachers require them to

do. Whai? We said, “‘Because. . . ." . , .
i ’ - Co o , . . . ST A .
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® How can time, 1gask. and movement opllom be modified to pfovlde grealer studml and
/ reach er frudom in the classroom? {

’/
[
" N '

<

THE HALF-OPEN CLASSROOM:
CONTROLLED OPTIONS IN READING

. N S

Richard A. Earle . o
McGill University . .
Richard Moriey ' . A
‘Los Angeles Schools - ‘ .

e N

Educational commentary of-thg' 1970s reflects an inten
‘increased freedom with respons1b|hty in ‘the classroom This
revisited) profes%:al consciousness has pervaded the * syst
those of us who t8ach the language arts. Implementing such
sophical goals as “freedom with responsibility” has proved onerous. Too
often we flit from one promising innovation to another, adopting with little
reservation, often rejecting with disappointment. Thus, many of us conclude -
that orgamzatlonal schemes and sets of matenals do not, by themselves, hu-
manize and ‘individualize instruction in reading and English. Only teachers
do. In the lrands of an unwilling or threatened teacher. the most efficient
classroom plan becomes chaos; the mogt promising materials turn stale.

The open classroom concept regarded by many as a direct route to inde-
‘pendence for studerits, often tends to arouse student interest, improve the .
" climate for learning, release the teacher for small group and individual
+ guidance, and generally promote the uneven growth we must expect in a
.+ classroom characterized by true |nd|v1dual|zat|on

%nfortunately. many of us are hes|tant to “open up” our classrooms.
After all, we were successful learners in more traditional learning environ-
ments, and many of uswre successful teachers in the same system. We have'
seen the open classroom, particularly at.the middle school and secondary
levels, fail m1serably. the victim of extreme teacher d|sComfort andstudents

Adapted from Journal ojReadmg. 18 (November 1974), 131-135.
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who were ynable to accept a‘large measure of responslbllt.ty So fedrmg the
unknown we stay with the familiar. :

Qur classes meet for forty-five minutes each day" We are responsnble for

the- usual Engllﬁr‘curnc’ulum——llterature composition, and the other lan-
guage skills, including reading. With such-a vast eurnculum we ﬁnd it invit-

"ing to allot twelve to sixteen weeks to the“&tudy of literature and smaller
periods of time to each of the other language areas. We know that language

skllls should be taught in an interrelated fashion, but it never seems {o work
for us. We sclredule a snrvgle topic per day along with a single cliss activity or
homework assignment. Qn occasion we try administering diagnostic or

. pretests, but a few of’ the kids always pass them. Then, not knowing how to

proceed, we stop giving pretests. We become a classic case of the power of
affect over cognition. We know what we should do, but we are afraid to
change. We are not satlsﬁed with our teachlng. but we are dfraid to * go oﬂ'

the deep end T .
To bndge the gap between the classroom in which no options are allowed )

and one which offers a max:mum of freedom is the basis for the half-open

classroom. The underlying assumption is that nstruction can be humanlzed~

and individualized -a‘step-at a time, obviating the need for an overnlght

“*moth-to-butterfly” transformation. Increased freedom with responsibility
can be achieved by the gradual adjustment of three elements: 1) time, 2)
task, and 3) student movement. By slowly increasing options within any
glven element, the alert teacher can reduce an awesome geal to one of
manageable proportions.

v

Time Options ,. T

- . While the teacher experimients with time options, he continues to

prescribe both learning tasks and student movement. However, he begins to
offer students alternatives in sequence and deadline. The first step is to allow
students some freedom of sequence, that is, to complete prescnbed tasks in
any order they choose. For example, *'I've listed here on the board several
things. They must be completed this period, but you can do them in any
order. I'll be available for help if you need me. Any questions? Begin.” Al-

" though this is lndeed a meager beginning, most students appreciate a

-

measure of freedom that does not tax an underdeveloped sense of responsi- : h

‘bility. As for the teacher he is now free to answer questions and help indi-
’ vldual students make decisions, without that sinking feeling of no control.

The nextstep is to extend the sequencing responsibility from a single class
period to.longer periods of time, with carefully described tasks listed on the

“chalkboard or assignment sheets. Reading assignments formerly made on a

daily basis, for example, can be extended to a complete novel or. group of

’ short stories, with additional structure provnded by study gundes of other

R 62
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| adds another dimension to our system of controlled options.

.
.

aids. The teacher as diagnostician is freed from the whole'class ptesentation
to monitor the progress of all students, encourage individuals who are *daw-
dling, and quietly aid those Who are having difficulty. Self-correcting guide -
questions or quizzes can provide students®ith comstant feedback throughout

- the various tasks, .allowing the teacher mpre time to spend with those

‘ students’ who dlsplay less ability or responsibility. After each period of inde-
pendent sequencing, the scheduled whole-class presentation or discussion

" deals with the substance of the learning tasks as well as the degree of
~ comfort and regponsnblllty exhibited by the students and the teacher.

As mdcpendent sequencing becomes manageable, it becomes evident that
some students need more time than others to accomplish a given task of

“~geriesof tasks. The teacher may now feel free to ‘enforce deadlines firmly,

. but ot rigidly. In his individual consultation throughout tlie working time,

" time.limitg can be quietly extefided or reduced on-an individual basisy As in-

- dividuals 0 ps of students finish the prescribed tasks, small group dis-

'J:ussuons can bc scheduled, “tungout” time allowed, ‘or other tasks sug-

gested, such .as choices of writirig assignments or the task of helping peers
who need additional time and guidance. .

After experimenting contm ually over several weeks, we ﬁnd that students
become more responsible and more comfortable with time options. With
increased confidence, arbitrary deadlines can become teacher-student deci-
sions. Perhaps time restrictions may be removed altogether, with the excep-

stion of those the students impose on themselves. We find that students.can

_ 4 increase thelr self-direction and mmatlve, if we feel free enough to Iet them.
.

" Task Options ‘
Fo

_Learning tasks are determined by whatever instructional matenals we
have available, combined with *‘pet” assignments which sebm to work so
well for us. Dividing thEse tasks into “‘required” and “‘optional” categories
ence, we may
prcscnbe the following tasks (allowing time optlons as,descri ed above):

"1.”Read *The Secret Life of Walter Mltty" (p. 123 1), Remem er our

class discussion on “daydreams.” Be sure to use thé\\stud guide as an aid;
copies are in the folder on my desk.

2. Complete your next level i in SRA R eading for Undervtandmg Bé&'sure to
chart your results. If you have any difficulty remembering the procedures,
check with me.

. 3. Do lesson fourteen in your spelling book (})p 32-33). Put.the completed

* assignment in the box on my desk.

4, From where you sit, select one apple i in the bowl on the front table
Descnbe it in writing so a friend could identify it. - e

LAY
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Now we begin to offer combmdtlons of prescriptions and opnons For

example, “You must complete any three of these tasks.” Or, “You must
complete the first two tasks and either three or four.” Another'small step is

to split one or more tasks into optional halves. For examplc a) Read Walter
Mitty and complete the Study Guide. b) Read the article on hCart trans-
plantsin Newsweek (Oct. 14, 1972) d\nd answer the guide questions.

Such minimal freedoms can be expanded easily as both teucher and
students develop. For example, both time and task options can beseen in the
following short story unit: Assuming we are to concentrate on the concepts
of plot, character, and theme, we dgvise. three lists -of short stories
representifig éach of the three conceptgireas. Students are instructed to

. complete study guides or quizzes concerning stories th ey choose from each .
- of the three groups, then participate in teacher or student-led discussions.

Another possible option in this unit ¢ould invalve leading a discussion, or

‘'writing a-shart paper concerning ploy, character, or theme of one of the

stories read. The element of choiceiere is centered in reading matter, a

choice which, no doubt, we all desire. Various levels of sophistication-can be
represented, with some stories labeled “challengmg" or “‘easier to read,”
. dnd. dlﬁerentlated writing assignments devised. Incidentally, given the op-

tion, most students will not continue to select tasks that appear too easy;
they will elect to do that which is both interesting and challenging.

As both teacher and students gain conﬁd}nce in handlmg controlled op-
tions of time and task, some students leap allead on assignments; others lag
behind. This is to be expected as individuals become involved in alearning se-
quence. But classroom reality prompts us to form some semblance of order.
and indeed classroom or group mterdcnon necessitates some common
ground of subject matter. One possible solution is to formulate fewer re-
quirements and i increase the options for those students lagging behind. For
students soaring ahead, the teacher can suggest a list of **quest"” activities,
where the student defines his own learning tasks and the length of time he
plans to spend. Such questing can supplement tasks being completed by the
rest of the class, or constitute a self-directed project stemming entirely from

a student’s particular interest. Allstof“quest" activities /projects related to .
~certain assignments can eventually be developed by the teacher and

students. Such projects, games, reports, stories, and poems can be accumu-

lated to provide even more options to stimulate future student interest.

Movement Options -

‘Classroom space is perhaps the more sensitive element in individualized

tning. Which kids go where, when? Everyone from parents to janitors has
deﬁmtc ideas about the right way to arrange the furniture and the students.
H»er(':’ too, prescriptions can give way gradually to options. One step is to Iet.

’ A
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"the arrangement of furniture and students fo(ow the tasks, rather than to
ﬁt the tdasks to a permanent physigal organmmon For example, if record-
" ing and/or'listéning is an expected task, 4 closet or corner of the room can
b_q set aside for that purpose. If free reading is an option, another corner
. may become the library. If student tutoring or group-effort is prescribed or
offered, some desks must be arranged to accommodate this activity. If news-
paper or magazine pro’ductiqﬁ@(ts&.ﬂhe teacher’s desk can be used as a
center of writing- editing activity plus individual’ student-teacher

" conferences. :

., . With both. students and teachers becomlng comfortable W|th the move-

" ‘ment necessitated by individuality of time and task, we can. approach the
difficult job of grouping to correct specific skill deficiencies, g a system
of pretests and related prescriptions such as Tactics in Read‘%
The Reading Spectrin, ‘or other available materials.. an;r he lockstep
broken and individual Iearnmg begun one prescribed task be listed as:
“Take the pretest on. . Have it checked by me or someone else who
has already mastered it. If you pass it, record the results on the class chirt
and move on to another task. If not, sign up with me for small group work
-with others who need to improve that skill.” >

~ Student movement within the classroom is only a small part of the total
_picture of movement options; however, students come first in terms of ease .
and comfort. Options can be expanded, if schpol rules permit, to choices by
students to spend time in the'library, study hall, commons/cafeteria, or a
particulaf subject/department resource center. The teaqher of cour§e, dis- -
‘tinguishes among student movement essential to learning tasks, “neutral”
movement that is a matter of individual preference, and movement which
actually detracts from learning. He makes it clear that increased freedom
-always means increased responsibility. Most students quickly grasp the con-
nection between the two factors, and cooperate to solve problems that mlght :
Jeopardlze freedom gained. :

.

-We are tempted often to impose rigidity in the classroom, rather than run
the risk of creating havoc. The optimum balance between freedom and
responS|b|I|ty is a tenuous thing. Change is ne¢essary to achieve this balance

-and to maintain it; change that is consistent and fyermanent not flashy and

fleeting. However, change does not require specific instructional materials,

‘specially designed physical facilities, or a.particular typg of administrative
organization. It does not depend on teacher aides or team teaching, Nor °

does it preclude them. For students, change means‘individual growth that

» comes by doing—practicing skills, manipul#ting ideas, pursuing interests,
Sa and by fulfilling the basic need to accompllsh things and feeI good ‘about

- yourself . ,
b
3 Only the teacher, howevcr can Iead the way when he feels free to change.

.- .
Earle and Morley

ERIC

Power 111, *



Significant chang¢ in classroom munagement must pc,prcccdcd and accom-
. panied by ¢hanges in teacher attitude, and change is ngver comfortable, But
the necessary discomfort can remain manageable through an awareness of
the basic elements in classroom mapagement, and the knowledge that each
clement can be considered in turn, opening up the classroom by degrees to-
-achieve increased freedom with responsibility. '
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. .~ SPECIFIC METHODS

The range of qpéf\?g rcadlng and smdy skills needed for succcwful
content arca learning is wide and varied, and so are the methods re-
quired to teach these skills. The. specific skills taught and the
~instructional methods adopted will be in dlrW; response to student
-skills needs as revealed through assessment, and will be undertaken
within lhecTrameotk of the general ms(ruumndl strategics oul-
lined in the previous Section. :

A comprehensive treatment of all th:. possible reading and study
skills involved in content area learning and the specific methods for’
teaching each, one would go far beyond the scope of- this volume.
However, the three. drlu.les which follow represent the three ‘most
.common areas of skills instruction nceded by Students - word
identification, comprehension, “and org.mnz.mon skills. In the first
article, Bortnick-and Lopardo illustrate how, the cloze procedure
.can be used elfe:.uvely to teach word d!fnuhcauon through
.contextual analysis. In the second article, Hiirker rallonallzes and
outlines a -method for teaching comprchcnslon Finally, Putdam
shows. how ‘students can be led through an instructional scqucﬁce
that will result in greater independence in organizing and retaining '
information read. All three articles describe muhods which, like the

. general strategies oulllncd in the previous section, .quvely mvotve
students in the Ic.:rnlng process. ‘

f
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® Why is the cloze procedure appropriate for teaching context cluey?
® What steps can be taken 10 adupt the cloze procedure to teach context clues’
h .

P . ‘
. N . . !
o Wal i .
o
o

‘ ) . (‘ ‘\;,'..,' \
AN INSTRUCTIONAL APPLICATION -
OF THE CLOZE RROCEDURE RS

' Rohcrl Bo}lmck

University u]‘( ah/urma at S\mra Barbara

Genevieve S, Lopardo “ J Y
Chicago'State University '
" \,.. -

>

It is generally agreed 1hf:lit\he»contcxtual cue is a powerful word recognition
generally ag ! cog

“strategy for both the b\pgilpning' reader and the more advanced reader.

Moreover, it is a strategythnt is most often employed by the efficient adult:

«. reader. Thus, mstructlonal programs in reading at all levels should provide
: ‘for systematic mstruclloﬁ in this word récognition strategy. .

" The cloze proc.edure lend.s itself to instruction in the.use of contextual
cues as a reading strategy. [t can also be effectively used to teach ‘other
aspects of the, reading program, including word- analysis vocabulary
d\c‘:lopment and knowlcdge of the struu‘ure ofthe Engllsh langu&g‘é

" How to Use lt

Cloze iype, materﬁl can be used in a variety of ways to teach the use of

context! One activity will be described but it can be adapted in a variety of |

ways for different instructional purposes and for_students with different
levels of reading ability. Using a radom cloze passage, every fifth word de-

( leted and replaced with a blank of standard length t’he activity proceeds as

Y
follows -

‘As a group. activity,.or on a one- to-one basis or small group actwny. the
teacherinstructs students to read silently an entire cloze passage which has

. been specifically prepared for them. Readlng the cloze passage in its entirety
- will Help the students to make mdx1mum use of redundant mﬁ)rmatlon and

. Adapled from Journalo/Readmg lb(January l973) 296 300.

&

62 e 68 ’ S



BTN

eontextual cues th roughout the passage when they later attempt to ﬁll in the
cloze blanks. Reading through the cloze passage also fosters the habit of -
re‘ﬁ?hng the material before and.after the deletion. Students need to. bé
taught that if they are going to make use of context.as a word recognitiof

. strategy, it is lmpo,,tant they: read up to the unknown word and beyond it for
addxtronal\cues O \

"After the cloze passage has been silently read, it can be read aloud,
sentcnce by sentence, ¢ither-by theReacher or a student. Students can then.
suggest ‘words which might fit into the blanks. All semantically and
‘synctactrcally acceptable responses are taken but students are asked to offer
reasons for their-choices. Offering the reason is one of the most important
‘aspects of the instruction since it encourages an understanding of the struc-
ture of the language and provides the teacher with a considerable amount.of
information on the instructional needs of students. For example, the student

. who'replaces a noun ih a verbslot or a present tense verb in a past tense verb
slot is i‘nced of particular instruction. Through -examination of student’
“ responses, the teacher becomes sensitized to stude‘nts peculiar mstructronal
needs. : s

Through dlscussron and.direct msfr‘uctron the teacher helps the students
- decide on acceptable responses and to eliminate unacceptable ones. Reasons -
for acceptance limination are taught and/or discussed. It not
necessary to discuss every item in a passage. The teacher may pick certain
_ ‘deletions for discussion which suit the purposes of the lesson and students

" The cloze pdssage with possible correct responses is then ‘compared with
the original, unmutilated passage: In this comparison, discussion and
tether guidance will focus on whether meaning is affected by the accep-
.tance of certair responses. For example, it can be pornted'out that the inser-
tion of the word automobile for car does little or nothing to change the mean-,
ing of a passage. On the other hand, the substitution of the noun bike for
_ book, although syntactlcally acceptable, most probably would affect the
' meamng of the passage. In usrng the cloze procedure to teach context, the -
teacher repeatedly points out the cues which imm ely surround the
blank as well as cues which may appear at the beginning,”middle, or endoff
t[re passage.

0“.‘,_" »

N

Fnrther Beneﬁts . . R 2
Other k|nds of information can be pointed out in thé comparison ¢

cloze and original passages, depending upon the pur‘ﬂrse of the mstJ;f i
e Certain words (noun, adjective: markers) in the rmmedrate env:ro"“t,;::hi. ’

“of'thedeletion cue the reader - FRE o RvX

e The posrtron of words in a sentence gives certain cues: a deletron thatis
the first or last word in a sentence limits the possibilities of choice. ;o

Bortaick and Lopardo - 8 09 o 63
) ; . 7 :
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) The redundancy of language wrthm the passage cues the reader often a

deletion at the beginning of the passage is clarified by later redundant in- "

~ formation in the passage.

The teacher should lead students to understand that activities utilizing
_cloze passages involve strategies that will be of value to them in their inde-
pendent reading. Reading strategies (such’as those described above) need to - »
be carefully delineated for students. Moreover, students will need many op-
portynities to apply and practrce these strategies. Simply having students .

.. complete cloze passages does “not teach the strategy but gives practice in

N

N

4

~

'what has already been taught g

After the comparison and d)scussron of the cloze and original ‘passages,
students can independently follow the same procedures on a different
passage..Passages of diffetent levels and length can be prepared to meet the.
readmg needs of a wide rangé ofstudents .

After the teacher sets the purpose for the particular cloze passage, the’ !
actmty‘can be summarlzed 12 terms of directions to the students as follows.

. Read through the entlre cloze passage,srlently L
e Reread the cloze passage. wrrtmg in words you think ﬁt the blanks. o

e If you can, try to offer your reasons for your chorces for these blanks
+ (teacher selects certain items). **It sounds rrght" is a good reason in many
cases. .

e Compare your choices w';thft'heoriginal passage. -,
e Be prepared to dlscuss;both passages. oo e .

The preceding mstructlonal ‘procedure can be varled sby the use bf
different .types of cloze passages to focus on dlﬁ'erent aspects of reading
instruction. Sbme éxamples follow. o

e Prepare cloze passages deleting certam lexrcal 1tems‘(nouns. verbs, ad-
jCC[lVCS) to focus instruction on the syntactrc constraints of the Ianguage

«

e Prepare cloze pass: es deleting parts of words (for instance, deIete all
/

of the word except for imtfal and final phoneme, inflectional ending, or pre-
fix) to-focus instruction on word analysis strateg In a recent study, ‘the *
authors prepared such:'a passage to study tWJ eader s utilization of
particular linguistic cues in word recognition.

- @ Prepare cloze passgg?wrth only the first or last word of a sentence de- . .
leted as another means msmg instruction on the syntactlc constramts of -

“*the language. .

2

e Prepare cloze passages deIetmg items for which students must s‘uPpIyO
synonyms to focus mstructron on vocabulary (meamng) development

e Preparg cloze passages over different conten areas or authors to focus .
mstructron pﬂ'ere sin Ianguage structure s Ry,
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X Prcpare cloze passages in which items containing . cer"ta?/
grapheme correspondences are /deleted (for instance, .all wor
~ contain’ ‘the short a vowel sound, /consonant cluster dr.or whatever) to
mstmctlon on this partrcular type of word, anaI Is strategy.

‘As is parent the teacher must prepare all of the ‘passages for the
vanous seggested actlvmes Whereas this may be considered a dlsadvantage
lative to the teacher’s time, it has the advantage of i insuring the prepara-,

‘tion of materials’ ‘which are peculiar _to particulaf’ ‘students’ ‘needs. Further-

o morc. if lrﬁtmctlon usmg the cloze procedure Is to be eﬁ‘ectrve “the tqacher
* must take ah active, d|redt|ve role in mstructlon

»

'<0 ok . y < 5
N : : E) . v .'/.j')h
Summary . . . ; T P
. The cloze, procedure is a useful one for the cl room teacher. Although
‘ this article Yas been concerned with-its instructional °appl1cat| is, the

. procedure is adlso useful in ascertaining the readability of material and in
evaluating student performance. In terms of the latter, the authors have .

been’ engaged in the developmént of a silent reading inventory: based on

reccntclozeand criterion reference research’ (Bormyth, 1971, 1972),hein--,
vcn&ory represents an e,ffort to pravide the teacherewnh a pro dure by
> whlch student performance may be |nterpretedand evaluated

~ Whilea plethara of discussion on the cloze procedure exisfé in, the. fitera:

sture, only a small &rtron relates to mstﬁictlonal appllcatlon only a few
paragraphs (Schell, 1972) have beenéilrecte%*etoward the how of teaching *
with the procedure. This article has attempted to bridge the.gap between re- .

sdafch fmdmgs and their dpplrcatlon in the‘&lassroom N ¢ e
2 o VY

/ &Q ﬁ “ v ; " X G - &ﬂ_‘? N . P
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o What ralgnak is pres ented for adopung a task analysis approacl; 10 teaching

°

. comprehension? N . ,4‘ .
o What procedure is suggesled to teach comprehenslon asa proﬁfem solwng process?

.

8 ’ : o

TEACHING COMPREHENSION:
A TASK ANALYSIS APPROACH -

W. John Harker
University of Victoria

.One perplexing, yet common, problem facing the secondary teacher is the

student who responds to reading assignments by staging, “I read it but I
don’t understand it.” What is the most effectivé method- of teaching
comprehension at the secondary level?

The answer to this question rests on an underlying notion as to what
constitutes comprehension. While the exact ngture of comprehension
remains a matter of continuing controversy, a working understanding for
teaching purposes is possible.

Comprehension is essentially a problem solving process. The student is ex-
pected to understand the reading selection for some particular purpo_se.'To
achieve this understanding, he must undertake a problem solving task. In
performing this task the student’s cognitive skills and abilities are mobilized
in a manner unique to the particular comprehension task at hand. :

Thus, the nature of the comprehension task determines the method for
solving it. And since no two cgmprehension tasks are IdenllCdl lhe methods
ofsolullon differ. , :

For this reason a task analys:s approach to the teaching ofcomprehenSIon o
is appropriate. Rather than teaching specific comprehension skills in a

acuum, as is so often the case, a more realistic practite involves analysis of
particular comprehension ldsks as 2 means to_solution. As students grow in

~a
Adapled from Journal of Reading. 16 (February 1973), 379 - 382.
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ablllty to analyze and solve comprehension. problems, their ablllty to use the
‘ necessary comprehensron skllls develqps concomltantly

Me(li_ed lllnstrated

- Three examples employing different kinds of comprehensio_ttasks
illustrgte how the task analysis approach to teaching comprehension#hay be
used in the classroom with reading material from different content areas.

Often the simplest kind of comprehensnon task requires literal under-

" standing. Here students are expected to. comprehend what is stated

explicitly in a passage. Such a passage might contain sentences like the fol-
lowing:

~ Against the back of the shelf stood a row of strange l6oking bollles——small

, round bottles of red glass, clear bottles containing a mysterious amber hued
a " - liquid, bottles of a peculiar hourglass shape, some bottles squat and opaque,
~  and still others having brlght green contents and standmg tall and cylmdrlcal .
on the shelf: -

Students might be asked, “How many different shapes do the bottles
described have?” In order to answer this question, one must analyze and
solve a specific task to provide the particujar information required. Th|s
process of analysis and solution may be apprommated by the following se-

" quence of questions and answers, initially stimulated by the teacher, but
later conducted independently in the mind of the comprehending student:

e How many bottles are there? (It doesn t say; it says only that thereis a “
roW of them,) . .

e How are- the- bottles descnbed" (They are of dnﬂ'erent colors and
different shapes.) . C i

e Is the shape of each°bottle described? (No sometlmes only the q_olor of
the bottle is described.) - . . C .-

e Ignoring the colors then, what dlfferent shapes a‘fe des'cnbed" (Round
ones, hourglass shaped ones, squat ones, and tall and cylmdrlealones )

: Solutlon There are four different shapes of bottles escrlbed N
. A A
4 . oo -4, . ‘I. ;_
' Implicit Understanding S L e, “\‘0“ .. e

- A second kind of comprehension task mvolves mferentlal ‘understandmg )
- Here students must grasp what is revealed lrﬁphcrtly‘rapher than what is -
stated exphcntly An example of an inferential comprebensxoq task can be
" found in a reading selection containing a sentence such as the followmg

. His first pitching experience was when he played ball on the rooflo‘ps of apart-
ment buildings in New York as a boy.

Students may be asked ‘Do you think that the person referred to in this .

.v'
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AT O N .
Caf sqntence gra@ up in a wealtﬁy dellys’" The dndlysgs and solation of lhns task
' can"pe a;fpro:hmdled byrthe followmg st:q'uencl’yoT questions and.answers.

’ ,’! .,Solutlon. He didn’t grow-up !n a wg._rllhy tdmlly.

s R -~ ,
P -@\"‘ o - . :,

p 4o es it say wbaLhJ‘;r-lh'qy wer&%cdllhy"(No -?ﬁcrcfore d Illcrdl solu--

1710 rﬁpossrble tbamluuon must,gbe*}mferr-ed ).

sthre dld-he/)Iay bdll" (On the r00fl0ps Qf J‘parlm?:nl bunldmgs )
ey P

Y 4 o Wﬁx dldil T lhere" (ll doe@n t s.:y .but probdbly because therd was
g * where clse fo hlg .

to play ) &

e Would he have pldyed sqﬁewhcre else ;thwas f-rom a wedllhy home?
(Probably hé wo‘xﬁ! have, in hig,own. y‘nrd pcrh.rps or.in the kind of park that
you sometimes’see in wedlih)*’ncighbourhoods,)

Assessmg Accuracy '
Another kind of comprehension ldSk demands (.l'l[l(.dl undersldndlng
Here students must make judgments concerning the material read, based on
their backgrounds and experiences. For example, students’ mlghl redd a
statement such as the following:
The reasons for the outbreak of World War | have never been aceounted for
accurately.
A critical undcrsldndmg of this statement demands that students assess
its accuracy. Questions which might be asked include: '

e Isthe author of this statement a recognized authority? ey
e What supporl does the dulhor prowde for his statement?

" e Where is the statement made--in a popular article, in a scholarly
Journdl «in an advertisement for a new book?

e Is this a recent statement? - C .

e Do other authoritics agree with this statement? ‘ ,

e Where can I go to gain further information rLbdrdlng the accuracy of
this statement? .

#’
The: manner and extent to which these questions can be dnswered will
depend on the different backgrounds and experiences sludenls bring to the

critical comprehension task. Generally, however, qucsuons 9ueh as lhcsce@;

courage student development in critical.comprehension.

The first step in employing ‘the task analysis approach is the ledchcrs

". analysis of the comprehension task o determine the sequence of sleps

necessary to solve it. Once these steps have been determined, they must be
actively taught to students to demonstrate how: this approach will resull in
the desired understanding” -+~

To assume that students are able to master the proccss of comprehension

@ '(‘
¥
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on their owpris an all too prevalent fallacy. Students must actually be shown
how to perform comprehension tasks. When the comprghension process has.

_been illustrated, transfer of learning gained through the solution of

particular tasks can be encouraged. In this way, independence in

. comprehension is developed. To further this independence, teachers can

modify - their questioning strategies by. requiring students to formulate a

" steadily increasing proportion of their own questions and by demanding solu-

tions to increasingly complex tasks.
r :

Conclusions

The task analysis ap;jroact_?lgo teaching comprehension is based ori the
idea that comprehension re§y.j\:ts'r'from a dynamic cognitive.process and ndt
from the rigid application of a-set of predetermined skills. To gomprehend .
effectively, -students must be taught how. to. analyze the particular

_ comprehension tasks confronting them in order to détermine the specific

thinking processes necessary-for their solutions. Since comprehension tasks
differ, the manner by which they are analyzed and solved will also differ.

This is particularly true in ‘the secondary grades, where the vari'e)gg‘m"\_]

comprehension tasks confronting students is extended by reading-in the

various content areas. " ., ’ T S,
For this reason, teachers are obliged to teach students a gentralized ap-

proach to comprehension which, in turn, can be applied to a wide variety of

" particular tasks. Once this generalized approach has been taught through

exercises similar to the ones illustrated here, students’ independence in
comprehension will ‘develop and their understanding of specific- reading
assignments will increase. '

W.John Harker - 69
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/} DONT TELL THEM TO DO IT ...

-, -

~® What is the tm!ruc!lonal sequence suggesied for teaching sluden ts how to organize and

retrieve informaliondguved from reading? - . . "

SHQW THEM HOW

Lillian R. Putnam
Kean College

One of the most useful study skills,a secoqdary school student needs,is the
ability to read a section or chapter in a text and to express the.main 1zeas in
concise statements or in a good study outline. The ability to do thlS 1s almost
essential for learning content material, organizing it to see rela ships, and

) retrieving it for review and éxams. Teachers constantly fell stédgnts to do

this; it is more helpful to show them how. The following procedure has been
effective in teaching them how to express main ideas.

Select a section of five or six paragraphs from thesocial studies or science
textbook. (Other texts can be used but these two usually lend themselves
best to the procedure initially.) After students have read it, present them
with three statements and ask them to select the one which best expresses
the main idea of the section. .

Statement I has nothlng to do w1th the text, and is completely |rreIevant |
call |t my “way- out item. :

. Statement Il is related to the text but is composed of minor details.

Statement I1I is the best expression of the main idea you can compose.

Students are delighted to eradicate Statement I quickly, thus narrowing

" the choice to two items. If they select Statement I1, it is easy to show why it

is |ncorrect¢detalls vs. main idea. .
When sufficient practice with that procedure enables the students to

Adapted from Journal ofR_eadmg. 18 (October l274),4l~43. .
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select the correct statement, increase the difficulty of selection. Present.

“three statements again, but this time eradicate the lrrelevant one.

Statement 1 contains minor details.
Statement LI is the main idea expressed poorly.
1is the main idea expressed well.

e statements would, of course, be varied.

acc'eptablé' Statement | is eradicated first. Again, the task is quickly

reduced to a choice of two. If the mcorrect one is selected, it is easy to teach

the reasons why: one is more encompassmg, or it includes only the main
- point. - - z

~ After repeating this format several times and using dlﬁerent sections of

the test, the student can then be asked to compose his own main idea for a_

selected section. Thelength of the section read can be increased gradually,
so that several main |deas are needed.

g the above procedures, the task no longer looms like
an insurmountable jobstacle. Instead of
student now knowy it should be as ¢ plete as possible without including
minor details. First attempts to_dethis do not result in perfection, but they
are far superior to the results achieved when students are simply told to
express the main idea.

Having gone,

Study Outlines . ' .

A similar proceaure can be applied to teach students how to read and

make good study outlines. Again, select several paragraphs from a social”

* studies or science text which lend themselves to a natural unit. P‘resent the
student with a partial outline which indicates the number of main items, the
mlé of each, the number of supportmg ideas under each, but not the sup-
pOrtmg idea itself. ,

I. Statement A.? B.?
~ Il.Statement A.? -
- 111. Statement A.? B.2C.2
ds a partlal structure. He knows there are three main
: should ﬁnd to support. each one. Note that

1.7A. Slalemenpl B. Stulement o
I1.7A. Statement )
I11.2.A. Statement B SlalemenlC Statement .

~ o ’ + . .
_Lillian R. Putnam - [ 7 . -7

.

rned from theTirst set of statements that minor.details are not

roping wildly for anythmg the



S
The final step, of coursé, would be for the student to make the complete
. outline. If this still presents a problem, give him a skeletal outline indicating
the numbef of main ideas and the number of details required. :

N‘Expenence with these proccdures in many classrooms has led me to,
%heve that results are well worth the time required to [Cd(,h them. Why do )

they work? N
oIt reduccs a sccmlnglvmpossnblc task to one with WhICh the student
R can cope. Co 7
ARESIZAR N
2. It provides an opporlumly for mastery at each step. ¢ ’

3. The discussion and reasons for why an incorrect statement was chosen
" ., are moreimportant than the fact that it was wrong. :

4. When the teacher presents a good statement, it prov1dcs a model for
students to emuldle . .
5. When the student sces a pdrually,;complelcd outlind, lhere IS a’

psychological urge to finishit. . - 5 .
6. By presenting main statements of the outline first, the lt:dChCl‘ is mov-.
ing from the general to the specific - - from wholes to parts. *

7. A partial structure prowdu a psychological crutch to.be used only as
4 Jong as needed. .

s

Although some commercial mulcriuls supply wqubobk pages using
partial stfuctures, the process is most effective when done with students’
own textbooks bocause it then has direct application. .

o~ . . -

”8 >
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e Section Five

DEVELOPING PROGRAMS: -

W Y
-y

In successful reading programs, the whole is greater than the sum
" of the parts. No description of the various components of reading

programs and the stages in their development can take the place of

exaifiples-of successful total programs. The purpose of this section
_is to provide such examples.

To: begin, Niles provides an excellent perspecnve on theoften de-
bated question of the value of behavioral objectives in"program
development. Starting with a clear statement of the dangers implicit
in the adoption of behavioral gbjectives, she goes on to show how
these dangers can be avoided when behayioral objectives are
properly conceived and implemented. Next, Frankel describes the
range of motivation and reading ability. facing the typical content

< arealteacher and how she overcamg these obstacles in her social

- studies classroom. Application of her illustrations to teaching in
other content areas can be clearly.drawn. Finally, a schoolwide
pro_)ect is outlmed in the DECA program which, while ignoring many
of the tenets of traditional education, has succeeded by involving
students in applying reading to tasks of interest and relevance in’
their lives:

Each of these articles demonstrates that reading program suc-
cess is buﬂt%eetmg the real needs of students as these needs
exist i the school learning situation. These needs can be revealed
by initial assessment as described in the first section of the volume.
Recognizing this, we can return to the. beginning, to the develop-
ment and selection of assessment measures. It. is now -up to
you—'vgith your students, in your classroom, in your school.

i9 o
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© What major advantages in program development can result from properly conceived an'd
-~ implemented behavioral objectives? T -

.o
v

BEHAVIORAL OBJECTIVES AND THE -
. e e,
TEACHING OF READING : ‘. >
$ . o ) ) N - L B
'Olichtafford Niles . . .
Connecticut State Departmeni of Educ ation

.
.
'

When the-hf’stbry of education in thie 1970s is written, it may well refer to
~ this decade as the age of accountability. Educatots are being told to make up
 « their minds what they are.trying to accomplish and then piave they are doing ..
'Thereare dangers for reading instruction in this situation, but there are
also positive values. CTe . ' »
- All good teachers have always been accountéble.-They haye believed that
i child failed to learn it was at least partly the teacher’s fault. But this was
aqzind of personal accountability. The new accountability is often (in fact,
usually) imposed from outside though, hopefully, with the advice and
consent of the teachers whom it affec_ts. It is a public matter, and it is based .
on a kind of statement which is new'to-some teachers.. This statement is
known, variously, as a behavioral objective; a perforiance objective, or an
‘instructional.objective. R

Behavioral (;bjectives have _twd major characteristics which must be kept
clearlyin mind in any evaluation of the effect they may have on reading

instruction. =~ . S - .
" 1. Behavioral objectives are always stated in terms of the [edtner’s behavior,

, not the teacher’s activity: . ' h
2. They describe pupil performance that is measurable or at least objectively

observable. - . L

s

. e : :
Adapted from Journal of Reading. 17 (qucmbcr 1972), 104- 110,

.~
1 . .
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- An emphasis on behavioral objectives may have negative effects on cur-
riculum building and on the teaching of reading.’In the first place, almost
"everyone who views this trend with alarm points to the fact that it is very

"much easier to write and implement behavioral. objectives which are
concerned with the mechanical aspects of learning than it is to write and im-
"plcmcnt objectives concerned with the deeper, and probably more im--__
" portant, parts of the readmg act. One writer (Klrkton.)|97l)quotes froma
Danny Kaye song in thc movie, Hans Christian Andersen:
‘Tnchworm, inchworm
i Measuring the marigolds
" Seeins tome
You'dstop to see ’ ~
~How beautiful they are. ‘

Such thoughts |||ustrate the fear that a major concern for observable, *
measurable responses will take precedcnce over those things—the beauty-of
the marigolds—that can’t be reduced to directly medsurable, or even ob-
servable, terms; that as we try to produce objective proof that learhing is
taking place, the danger of trivialization multiplies. This kind of emphasis,
these critics maintain, will result in a deemphasis on the humanistic goals of
education, : , «s.

Hew would you write a behavioral objectivé, they ask, related to the
development of an attitude of open-mindedness about Ilterature or the
lmagmatlve expenence we hope th little child will have with poetry, or the
fascination with words which shoul Mbe a major goal of vocabulary teaching?
These things, Say the critics, cannot be measured except in peripheral and
debatable ways. Perhaps another way of saying the same thing is that em-
phasison behavioral objecnves will tend to make educators lose sight of long
range goals and focus on the precise and immediate. The assumption is that
the precise and immediate are of less value than the Iong range and rela-
tlvely intangible. b

—
Atiother kind of danger is that teachmg might become so completely
“oriented to the achievement of behavioristic goals that teachers would
. simply be substituting teaching to the goals for teaching to.tie test, a view of
‘education which is usually deplored. Whether this is a real danger depends
on what the goals are. Bloom’s cognitive taxonomy (1956) specifies six levels,’
ranging' from merhorization to evaluation (memorize, comprehend -apply,
" analyze, ‘synthesize, evaluate) and Krathwohl's affective taxonomy (1964)
has, correspondingly, five levels from mere receiving and attendmg to
characterization by a value system (receiving-attending, respondmg-react-
ing, valuing-internalizing, organizing-resolving conflicting values, character-
.ization by a value system). As one goes from one level to another in either of

31
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thesc laxonomles it becomes mcreasmgly dlfﬁcult Zo specify behavioral ob-
Jectives—hence the trap into which the unwary are often betrayed of over- _.

* emphasizing the ﬁrsl oneor two levels and underemphasrzmg or omitting the.
’ others To avoid the trap, the writer of objectives needs not only skill and
lmaglnatlon but also a deep understanding of reading as ‘a process.
. . Otherwise, it is-probably true that teachers of reading-could become locked
", intoa framework of low level ob_]ecuves whlch could/hgve only a bad eﬂ'etl
*  upon the whole program. . . . : o

A related danger is that-a readlng curriculum wntlen in terms of be- ’
.havioral -objectives c¢ould be a'very narrow curnculum mostly or. entirely
oriented to skills. It might alsobt a very«reslrrélrve curriculum with no room
. left for the child to learn to.set his own goals. Néither of these conditions

. needs to develop, sbut poth are distirct and dangerous possibilities, and the
- child who has not le rned to set goals for- himself has been déprlved ofoneof "

the most- important ‘aspects of his educauon : o o,

)

v Pcrhaps the most serious threat is that emphasis on behavloralzobjeeuves
m’y result in fragmenlauon of the leachmg of reading. Sucqgss in reading -
" does not come. Yrom the application of a series of skills separgted: “and in
isolation but rather is aft appligation of combined and synthesized skills. Em-
- phasrs on precise, measurdble goals tends in exactly the opposite direction: ’
loward the analysis of the reading proggss intd small parts, each of which
,.can be clearly definéd, taught, and medsured ltis qurte possible that these
_pieces might never get put back logelher into any kind of whole: Teachers
could find thenfselves producing readers who can divide words into sylfablés
with great accuracy or analyze a.piece.of writing for its main |deas but who
_ cannot read in any global or imporiant sense. - o,

Many persons also’ feel: lhdlﬂedchmg to behavioral obJecuves wrll lead to
interminable testing. If leachers are always-being asked to-prove that they
are accomplishing what they say they intend to dccomplrsh-«lhe basic con- .
-cept of accountability - -aren’t they going to have to test every timé they turn
around? Furthermore, do they have tests that are adequate? These are very
basic and important questions to which reference will be made later in this

»  paper. It is obvious that accountability has to be based on evaluation of some-
' sort but pe;haps not the kind of evaluation these objectors have in mind. .

v

Advantages Possible

There is a positive side of the picture. It probably goes withouyg saying that
no one can tell whether he has arrived dnywhere untess he has a clearly.
marked goal he will recognize when he gets ‘there. Behavioral goals are very
clearly marked. They have some other advantages as well, * :

First, cirriculum, in reading or anything else, which is burll in terms of be-
havioral objectives has the potential to be student-centered rather than sub-

76 L e " Behavipral Ohjeclive.r and the Teaching of Reading
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" student is expgcted:to be or do as a result of instruction, they forge attention

W
a

«-_Related to-this idea is the fact that structuring the curriculudi érouné be-

ject-centered; Mince- these objectives must be written in terms of ‘what a

away from subjcct matter and onto the student. This is a big plus. It mak'eﬁ
teachag think about their priorities—not in vague, general terms but i

act terms. Why are they teaching 'this particular skill? Whatwill students’

be able to _do‘ff'th_cy acquire the skill which they couldn’{'do without'it? We

have spent too mucl}_--tirhe analyzing the skills in the readihg proces$ and not
enough time finding out what the possession of these skills does for students.

' ‘h'avioral':ob'j&cgchs also has the potential for increasing the amount of diag-

iy

ey

" approaching-an objective related to the use of context clues to d

nostic teaching in the schools. When goals are clearly defined, if is much’

.
1.

N

«easier to carry out the day by day probing process which is tg‘e'evss’eﬁé'e of T

diagnostic-prescriptive teaching. Behavioral goals force the t

acher into a Sor

situation.in which evaluation is natural and constant and wht\:re'indiv\idua} -

children’s needs are much more sharply seen. One student, for exaj

meaning; another student’is'still completely ignoring conte ¢: The im-

plications for teaching are sharply drawr. -

Diagnostic teaching, of course, implies more,individuahza_Tlan of instruc-
tio, and this could be a very important outcome of the focus on bghavioral
objectives. As the teacher bécomes more aware of how children measuré up

“ - in comparison with quite precise goals, he will be less likely to teach to the”
_whole ¢lass and much more inclined to single out individual children or small

groups. who need specific kinds of help tp put them on the road to the goals:

Individualization in the past, what thefe has been of itfihas tended to focus

. different -rates. Behavigral objectives Have thi potential to crto:é’te-a'situatioh',“ P

mostly on the element of. tim‘e'—'z_ill hildren doing the same work. ‘but'at -+ - .

in which.some students don't do the ‘work at dll—if they have.already .

reached t',he objective—while .other students may have ‘several options of .
© ways tp reach the objective. If the focusison the end product, if teachers are
_redlly.willing and able to provide alternative ways to reach-the goal, then -
i~ they have thé sétting for a much more meaningful kind of ind’ivjdualiz'-a't-ion' el

“than has beerr Khown in the past.-

. . Cow A

Freeddmfrdinkigidity o ' D T
: ‘ « .

P

“A related goint’is that'throggh the use of béh‘;yiogahd'l-ajé::ﬁt'i'\/e"s {eachers

have the opportunity to free themselves from muclrof the rigidity of prgsent
- practices in the teaching of reading. Supervisors hdve been afraid toglet -

" .teachers experiment too much with procedtres such bs individualized read-

.

ey
¥
5
B

I

ound in the teaching of reading which most teachers have, they mighgwell
develop a very lopsided and incomplete kind of program for the ch dren in

. fmﬁrchargﬁg:l’hls is probably the.major reason: why basal reading systefns
binestordtes 7, e i T
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mg;jmd the expérience approach, knowing that with the very limited hack- + ',
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Ieavgs the teachers free to decide how they wrll’ reach the objectrves. includ-
..+ ing the, yse of a basal system as one of theiroptions, The procedures may be

)/ﬂe)uble'2 the time element{ fluid; grouping,much less rigid; use of varied ma-
~terials, much more common, | i Ium on thoughtfully stated objec-
“tives could, .potentially, atijii a digree of freedom which it does not now

- have in most schodls. i ' : ) ’

ﬁen(;\ Teachers would also havenl ion-in whnch it would be easier to show a
ild the kind of progress he is maktng——pgssrbly -the most important key. to

: " motlvatlon -lt 'has been said that if a teacher gave each learner a copy of the
&objectlves, he might not ‘have to do much else. Though this is probably an
over§tatement, it does point-to-a very important concept which has been
““neglected. Too often, the assumption has been nade that as long as teachers.
r..,‘ kndbw what the goals are, it doesn’t matter whether pupils know them.
Teachers are discovering this is not true—that the more the pupils know- .

- ‘about where they are going and why, the better. Behavioral ObjeClIVCS can be

used to make these goals very clear o the pupll himself. :

.Many teachers may be willing to do d.better job of teaching reading but
they cannot do much more than they are doing right now because they don’t
- “know clearly w. ading is and what the teaching of it involves. If'they are
i asked to read something (it-doesn’t matter what) and thén to tellyggactly,
¥ what titey-were doing as they. read, even some. experienced teachers anno?
* '+ produce any clear analysrs They do not understand what the process in-
" vqlves. This is an understanding they must have (at least in-a pragmatic
'sense), bcfore they can teach it—reading is not a: single global 4Gt though in
the mature eader it seems so ‘and his responses are so m‘tegrated -and
efficient. tB o a’pproaches a single act. But to teach teading, teachers must
analyze |t and see each part of it for what it is. h

- Good statements of beha{roral objectyges heIp teachers to understand
.what makes up the reading process. These teachers begm to ask:-*How do
you teath chlldren to do this or that?” not “How do you teach reading?”

- They begin to get down to specifics and. practlcal procedures They ar¢-less -
-frustrated and negative. Even teachers.of content areas in secondary schools
begin to seethat, thoo&h they may not know much about teachmg/eadmg.
they can pick qut some ‘things they se slx as particularly important in the read-
ing of their own" subjes:t and learn how to zero in.on these thlngs. without un-

dertaking the{holeJGb atonce. . g :

Anothéy plus for behavroral Ob_]CC.lIVeS is the fact that the publlc can
understand them. A goal "like this is essentially megnm‘gless to most.
nonteachers: “To help children e morg critical in'their readmg " Bul

“if it is restated as follows, an_d‘partlc,ul y.if,the public has an examplein the

. Yo AR, o e
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form of a test exercise or a readmg‘;’f to which children are expected to
respond successfully, teachers begi® communicate: “Given an editorial
. from the local newspaper, the stug nt@vlll be able to tell which statements
are statements of fact. and which aw statements of opinion.” This kind of
goal makes sense to the man on lhe,gtrect who begrudges the use of his tax

dollars to pay for somethmg he does not understand.
Dereloping Objectiv e v

The most persistent of‘thé’o jections to the use of behavloral objectives
(to the whole concept of- accquh ability in’ its present sense) is, as has beén
indicated, the fear that it WII],’lead to emghasis on mechanical, trivial detail
because learning of this detail is so easily measurable. It is-true that ac-
countability is married to’ nLeasurement and the stateof measurement in the
field of reading is unsatlsfactory There aré’some very important results of a
good reading program whlch ar¢ not measurable or even observable, at least
not immediately. They may never be measurable except through the pupil’s -
self-assessment of whad.is going orjip his mind and heart. But it seems very
unwise to reject a whole proceduge because &ere are some parts of it which
do not work or, at least, not yet. S

Teachers -tend fo .thmk of measurement in terms of paper -and-pencil
tests, forgetting that there are pther, though not so precnse ways of.telling
what has happened t&pnls assa result of instruction. Objectives relating to
the more advancedNevels of cdgmtlve functlomng. as well as to t}fe affective
domain, may have to be more open. They may have to specify a list of ac-
ceptable types of t behavlor as mdlcatlons that learning has taken place.
: Checklists and attitude scales . may be of use.’ Guided observatlon of the
. pupil’s actlvmes can surely ‘be of help. :

The way the objectives are stated is lmportant here. Compare, for
example, these two: ‘

1. The student will #8'able to read ten exanﬂes of the use of ﬁgurathe lan&

“guage and name each example. ¢ iy
-, 2. The student will be able, from a. set of ten examples‘ of rdcta or, to

i ‘5’, generate adeﬁmtnon of metaphor.

t This first statement ison an ldentlﬁ.catlon level only. the second, on thelevel
“of'synthesis. | . ;, . .
Or this: - B
After the student has read selections from Thoreau and Kantor's Anderson-
ville Trial and has discussed Rousseau’s Social Contract in class, he will be
able to write a critical essay in which he discusses the right of 2 citizen to
freedom of conscience. In writing the essay, he W|l| be able to support his argu-
ments by direct reference to his readmgs
Oriky:
Having read severa4 stories about sharing with others, the child is observed to
share somethmg that he values with some other child in the class.

OIWeStaﬁotd Niles : ‘8'0 , T o
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ObjcClIVCS such as these are measurableuobjcctlvdy S0. lt is obvnous that
teachers have to leagn to measure internal growth (attltudes, interests, feel-
ings) by the éxternal symptoms they can observe, and.so far they have not
- done a good job. Granted, some of these measurements may not be purely
objective. It is certainly too soon to say that these things are not measurable
and that, therefore, ‘a curriculum built on behavioral objectives must of
necessity be both incomplete and mechanistic. ‘

-
i

Hdw Do You See 1t? ' , i S .
N
There are those who feel that accountability as expressed in behavmral‘

4 g “ objectives will rob the teacher of his creativity and deprive him of personal®
. responsibility for his program. They see a reading program bailt around be-

havioral objectives as mainly concerned with tnvm dominated by a constant
pressure to test, test, test; oriented to skills with little regard for children's
attitudes, tastes, and feelings about reading (chjldren will learn to read but . .
won't ca‘hat(#:e‘y read or, indeed, whether they read at all); a plecemeal ;
kind of instructidhin which the attainment of fragmented goals is the thing,.

_never mind whatthfy add up to or even whether they add up af dll(-/) LT
~-There are others who see that accountability as expregsed in ehavnoral :

objectlves may be a strong force to move teachers in the axrectlon of 2
student-centered curriculum; teaching procedures which are dlagnQﬂ]c 3|
ﬂexnble, greater freedom for the teacher to teach as he wans to bufwithout .
losing a sense of structure and continuity; helgh‘thned motlvatlon ‘forth
children who can clearly and frequently se&'\ﬁ’} ey are d\i‘uymg.%?g .
they can understand more ready acceptancef partic al@ by™“second 4r'. :
teachers, of their responsibilities in the reading. prograh;‘f)edﬂ‘s'?:"th an ¢
see its parts and visualize how they can fit into the ‘qheme ‘witholit bemg
overwhelmed; a good way to “sell”” the program to the pu,blnc w‘bo musj sups-
port it with dollars because, |ftedcf1ers describe Wlﬁt:thz)s,_ire domg mv&,];aﬁ n
and specific terms, they have a chancgof convincipg ’the nongiucat at”. "
they do know where they are going ‘and - they do havrq way of knowmg\%

whether theygotthere . L -»: .
. LI ?‘1‘ .‘ N A -$
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{READING SKILLS THROUGH Y L
- BOCIAL STUDIES CONTENT h ST
* AND STUDENT INVOLVEMENT o
“Jill Catherife Frankel s o ¢
Berendo Junior High School : : " .
" Los Angeles, California o ‘_-

. Within the four «wallsﬁ#@ ¢ social studies clagsroom thirty-eight seventh
graders %at. stretched, 1atghed, and yawned. Acco'r'ding‘. to standardized
tests, théir reading levels rangéed from grades three through .cleven.
Interests varied td include th@am’ut: who was going with-whom in the class,
the fate of the American lndia;n,%%nd Kung Fu. This diverse group was met .
with one sturdy, seventh’ grade history tgxt and a.classroom library un-,
touched by teenage hands. : S

% . ’ ! L W
To meet the need¥ .this diverse group, I coupled S'Qé)al studies content "
_ with critical reading and communication skills. T exp ailad my definjtion of -

reading to mean not merely the ability to decode the; d word, but the
- ahility -to understand and evaluate all forms ‘of pf#¥afy and secondary. P
" resources. Reading would also include the ability to apply the comprehended |
#nformation through a variety of media from the printed word to graphics to”
¥dramatics. 1 developed multilevel lessons with enough flexibility for each
student to grasp the content at his own level of reading ability from remedial
to gifted. I'also designed involvement and success into eaclr unit to meet the
" afféctive. .goal of having gach student develop positive feelings toward
*" Himself. To put this theory ifto practical classroom use, I developed five ap-

s proaches calling for total student involgement. N 3
: - .. w ) : L . '

-

2

& " “affapted from Journal of Réading. 18 (Octqber 1974), 23-26.
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@) Homemade lerary -

. Duﬁng the first week of class, | dis‘.p(')s'uj' of most of the library and
. presented the class with ? unusual sight—an empty bochase_;“'ligs is our
library. What are you g01 g to do about it?” - oy o

¢Silence.)
- 2
*You are going to write your own books.” S A

¢
“Us write books" You're crazy! That 's impossible.” h .
Somehow the notion of writing a book jis very monumental. But the papet' -
was turned sideways and stapled through the mlddle. and our Ilbrary grew

We used a language experiénce approach and allowed total freedom in
terms of subject matter. and language structure. The results were hlgh\ly n-
dividual. Some books were simple others were lavishly illustrated and could’
be officially “checked out™ by signing the included card. The more advanced:
readers gesearched topics ‘fgom encyclopedias and books. Others,wrote love
stories o&eventscﬁsplred from their own lives or television. These who could
write only a few sentences wrote captlon.s for pictures in them"_ prapbooks.
' Because the class was heterogeneous, I assigned student tutors to ‘help other
students with wntmg. grammar, or oral reading of their books. Students
: ofter reported on each other’s books for book reports, 4 great honor for the
-, authggs. To this basic core of student-made books,-1 added catalogs,
" ” magazines, and appropriate paperbacks. Our I'i?)rary was now used.

- . g v | .
_ ) Y .

. Games ' o : . -

+° A geography umtgp map reading skills made our classroom look like a
game factory. I put the responsibility on the students for produting alibrary,,
of social S,!’.Udles games: Each student brought a road map to class. They
began by wrmng arid answering questions about the maps. Questions in-
volved all - cts of map reading from mileage 'scales. to identifying
mterstate h|g ay's to being able to determine populanons of cities.

The xt-job was to turﬁv%ach map into a gdme board. Each student
' markedéfl’bute oy, the map, from one cnty to another.which represented the . |
" route from startmg fﬁnt to finishing .pbint of the game. Cities along the way
indicated stops. Players moved from city to c1ty based on their ability to
. answer map skills questlons ;%ese qucstlons were written on cards with - .
quemons on one side and ﬁm rs-on tha bagk.*To complete the packdge. -
instructions, yere included ¢n.how K}_f Wgame = :
Stqdﬁ'&s ?emforced map and readmg skills in designipg and ‘pla fig their
> gamstrucnon wntﬁg proved to be atifexceéllent commumcatlons f,lssxgnv_
Fmerﬁ' Playmg games wnh a fnend was a popular%?tlvny :

¥ . Reading Skills Through Social Studies Content and Student Involvenient .
" ST ) : o :
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- Projects ! : ‘
.o . , .

The success of student-made games,led me t0 use the approach for a- S
combined values, sogial studies, and ré\?ﬂing project later in the year. |
assigned the project as follows: Studepts could choose any social studies

. -jtopic to work with. They were Yut%quifqd to write a question and answer

‘\Ai.l;’_qgk}égjnéorporkting the results of their research, A game board, experi-

‘ -ﬁn_exital in its form of graphic commugication, would indicate the student’s
- values and written instrucfions would tell how to play the game. . .

5

For example, the boys who designed the game “All Junkies Are Dopes™
~ put a positive value-on not using drugs. This, then, was the goal and finish of
“*- the game. Along the route to a drug-free life, however, a player might land
on-a'square saying, “*Busted for marijuana ssession. Go back five'spaces.”
* Other squares required the player to kndW the answer to a ques:tion about

. drugsfound in the question booklet, befole advancing. : :

g A wide range of values was encouraged. “You and Me: The Marriage

‘Game” made getting married the end-goal. The researched questions in-

" cluded facts' about international customs of marriage. In’the “Wormgen’s

- Liberation Game™ a player would win When she attained her -equal rights’

. before the law. In this game, getting married might ‘move a player back!
Here, research centered around the Equal Rights Amendment. ’

* This was a multilevel assignmen. While the **Watergate Game’" required
comprehensive reading and researkh skills and using magazines and news-
papers, the “Survival Game: The Game of Gangs” involved simple recording

. ofggne’s own k(owl'edge of the nejgllborhboﬁ‘

. PR Y

Students read enthusiastically'abgut their topics and employed critiéal

_ ‘ thinking skills in formuldtjhg:their :qpﬁgtid‘ns.' Students playing each other’s

games needed-to read '-i'ﬁq’_t-:QCtidn ‘bocklets. in” order to play, encouraging
students to’ communicate glearly ands playérs,to read accurately. Students.
. mdde value judgments based on conclusions derived from their research.

)
5

¢ .., Consumér Education E : ‘ S '
Sara T b ?“. \\ , , J"’JE‘_ o _— .
‘Consumer educdtion was our nex problem. As a springboard, I gave each

's;"t'h‘_'dpnt copies of- food labels. I asked them to critically read the labels and.
identify nnm%si::)y o, misleading information. Using tie inquiry approach,
- we compli ed a lishofifatts wa Telt were'necessary for the consumer to know

when bwying a food item (weight, ingredients, price, and so forth).

I had students apply what they had tearned by designing two can _Iz_ibeligf;‘

. One can would be the ideal can apd the other, the imperfect can. The labels -
were drawn’ on paper strips, then rolled and stapled to logk like real cans.
. For example, “Friskies” wasspriced at 20¢ per ¢an and contained meat by-

C . : :
. ~ T o] 9 : S : Ty
R : . : . . L . .
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>

12

ERIC



ERIC

.
J

At

/

e — T e T o - - - e ; ,‘\ l‘-| "
/ produets, while *“Riskies’’ was priced at two cans for 53¢ ‘and’ gontained

" cereal. . AR
. . N L W v
4 )

"'eams _
_#'t The'next part of the unit involved teamwork. I divided the students into
small firms whose function was to market one item. The conditions were: 1)
There must be a market for the item within the school community, and 2)
the item must not have an adverse effect on the environment. -

Condition one was satisfied through marketing research. For%xample,
‘would the bicycle firm have greater success selling a three-speed, five-speed,
or ten-speed bike? Students compiled ‘a list of questions relevant ta their
product. The questions became part of a group questionnaire used to poll
their schoolmates during lunch break. In this way, the most popular model—
of television, motorcycle, car, or-eveii bug spray could be determined. .

é.

.Condition two was satisfied by writing an environmental impact study of N
_+-the product. Little information was available on this topic .50 each firm ~
co{igqgg_tivgly wrote how they ideally would want their product to affect the,
environfient. Students became aware that a firm hadfe greater responsi-,
bility to the public than.‘rl)‘_qrely selling a pppular ;,)_;roduct. ’ ’

~.; Cemmunication was ﬁly"emphasis; as -students. designed ads for. their
4 "_broxzts. We discussedieal magazine ads in‘termsof their effectiveness in
c ﬁbﬂjng the produdt-aiid fot. violating consumer rights. Students designed
-,magazirte ads forttheir own products, illustratj them and using persuasive
‘M writing techniques. That night’s homework o watch and analyze-televi‘
+*gion commerdials. This brouglit us into a discussion of mass media and led
~* each firm ,,to‘dram_atize cdmm_eroié,s,f_o‘r -their ?ﬁn products. The class
* “evaluated the resulting commercials according to the standards they had de-
otermined. © ool i 00 . :
.a The climactic ending f:? th?§‘_unjz..w_zis two neighborhood: field trips. “";
\*&isitﬁ a billboard manufacturing company and-Lawry's Foods head--
- quartérs,.Students voluntarily’ bgought lists, ef questions. and thoroughly
+  quizzed the guides. Q’ne studeny, even. brouglit a’tape recorder 50 we could
further gnalyze all we-had learned bick in the classrooni laboratory. This

approach to consumér edugation ‘l;roumgvreading'and social studies jnto a

+

‘. real.world context for-the s tidents. e Coee 3 - _
. = ’ . ﬂ;’ . . ‘? Q ' B . e ';'-7_‘ ;
DramaUse oo Ve ) ;{m’ e

-

- & . S . Rt il
l Drama was a multipurpose class@@ﬁﬁo,ol. It brought'us:together assa -
class. It allowed somig:.class membgss 1o succeed where thi¥'hid neygi 'done.
so:befote, It allowed stydents to ‘¢dmmunjcate through a mew mediuh and
practige their speech zi%d language skills, Values were examined through "™~
‘,dram'z_ix‘.‘with role-playing fctivities. Lgay\:e" the students 4 situation, they im-
PR A ] .
'iWiqg Skills Th[o.ugfll, ial Studies Content and Student Involvemient .
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- provised the rest:. You ¢rc bciﬁg"uig*:d to join a };L{ng. How will S'o—li'und‘ the

gang members rcspond?'A(‘t\iun. ou are taking a test. Your best friend
signals you for some answers. What do you do? Action. In the middle of the
action I might'ask the actors to switch roles to see the situation from the op-

posite viewpgint. | participated, often taking the role of student, Ang*had:

students play~my role as teacher, parént, or friend. Students were soon
- bringing in their own real of created situation's to act out, Improvising their
- reactions, students examined their own behaviors and those of their peers in
a reglistic setting. The popularity of this activity made it a reward for good
-work during thesrest of the week. - e

Values were also considered-in*our social studies content areas. In 4 unit

‘on the penal system, drama \pa§ used as a values monitor and a feedback

system for me to determine what had been ledrned. Aft ading an article

on prisops, students discussed their feelings’in 3/ They reported back
to class their conceptions of the.ideal pqhu’l sya;gem¢vy acting out the life ofa
prisoner in this setting. This sort of upprf'O',\g:h subject matter resulted in a
‘high degree of student interaction dnd.inVolggmcnl.

On the last day of school students took home their original books and
games. Here were tangible results of the achievements they had made dur-

ing the year and some good review matérial to use over the summer to polish

up on reading and social studies skills. And most students went home with
some very positive feelings about themselves, too g .
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" e What specific i‘!uiriz,clérl.rlic.r of the DECA program dccounl for ils success?

”

v

A SIGN THAT ALL-CAN READ ..

Journal of Reading S'ialT Feature

N\

i
\

Happen?ng' upon a school program that seen’r@.@“ e Pcmery wé“ i§T
- always a delight. Invariably it marks the presence of ‘more alert,’ener
getic teachers. Add admlmstrators.who not ohly o er- full support to th?

* ' program, ‘but who speak openly of expanding and adapting programs like it »
in the rest of the school, and delight turns to enthusiasm, When students
, themselves volunteer excitemefit about the prbgram .and seek wrder public
underﬁtandlng arfii support ofgr the impact is beautiful!

. Would you behe.ve. further, that somedf the most bﬂthusrastlc students’
|nvolved ﬁgure they would’ be dropouts if it were not for the program, and
that they r résent groups that most high schools have pegged euphemis-

-

* tically as * v%rage and-below™? = - — :

Instead of dropping out, members of the Newark High School chapter of
.DEcA (Distributive Education Clubs of Amerlca) talk proudly of their school .
program, o, that takes some of them from their home base’in Delaware to .
- Los Ang Baltlmore. San Antonio,"New Yprk They converés/as easil
.and as often about addressrng the local Rotanans orthe Chamber of Com-
merce or the Krwams or Optimists as they do a 'u; such projects as the
" publicity campalgn they are ruhn\r:ng for the b thall‘ pgame théy ar
sponsoring between -a faculty te nd a team OfdlSCJOCkCyS froma nearby .
_ radio station. - .

What they and thelr teachers have to sa

-

ab'(‘l?xt l;\e,admg,;lth er d|rectly or

P 4 ;

Repnnted from Journal of Readmg 15 (February 19

¥ g6

335-341.
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. use an inordinate number of manuals, reference works, and other technical

“along with

.

“indirectly, probably ncctifﬁ;(\ie heard by any reading instructor who sceks

rapport with students turned off by traditional programs.

~ What They Read ., "

“The DECA program is an action program " Robert Richmond declares.
Three years in hig present joB at Newark High, he heads a team of three
teachers who serve as advisors to the club. “It&purpose is to train kids fot
careers in -marketing, especially retailing. One, of the primary goals, or
needs, is to equip them with the tdols of self-expression.”

The frequent and almost interchangeable use of goals and needs in the
conversations of Richmond and his colleagues, George Webber and Robert
Parsons, is a direct clue to an underlying pnnuple of the program. It is
highly task-oriented and geared' step-by-step to specific needs. Its use of

_reading activity, then, is almost predictable. .

“Although we serve 2,000 students, we have no reading program as such
in the school,” Principal Nelson. Freidly reports. “There is.a bit of reading

mstructnon carned out through some English classes, but we haven't yet -

been able to coord1ndte other classes very closely with less traditional pro-
grams like DECA.’

Richmond ‘and his team know more than anyone else what the DECA
students read and don't read, why and why not, and-how effectively. "

.+ “They read committee dSSlgnments and repotts all the time. They have
to. It keeps the club actively going.’ :

Jewcl Duke, school librarian, notes that the DECA students request and

materlalsmalmost always tasks that are tied i in with club prOJects

The student handbook distributed natmnally by DECA, Inc,, is clearly or-
gamzed into short subsections and written in direct, uncamphcated style

‘Printed on heavy stock and loosely color coded by major sections, it-is at-

tractive but functional. The odd'DECA student refers to;t regularly
g

. “Suppose a boy is pw n charge of an_gwards banquet "&Rlchmond .
cxplams “He has to know what to do and how to do lt ,so he finds material

.-."oﬁ'how to prepare for a banquet and reads it.’ : :

ii“ﬁWhat kmas of readmg material are m‘ost helpful dnd most heeded by
' -students in the program? “"Newspapers, advertisements, how-{0's, booklets

&carccrs and vocatlons, directions of various kinds. Articles on grooming
personahty problengs or development Specnﬁc ‘guides on how to get

o

-‘i-

own to read, Ms“zto be reahstnc the vocabulary snmple and direct.

. Minibooks would be wonderfdl. Most of these kids haven't ﬁmshed a piece of ;.

book Iength fiction in thelr lives.” - |

.'gjot‘l_rn_‘"OIRea'ding Staff F‘eature ) 93 S c 8T

kids are ever going to pick up semething on their o .

-
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L
thfr alt ﬂ;,pmgr'{nmm behind such obscrvations, the three teachers
make little or no usq‘lﬁf texthooks. There are textbooks in the pDECA room,
und they are used, hut rarely on a classwide basis. Rather, they are
considered to be polc|r tal resource material should a student need to go to
some passage within «,u.\lb(mk for some spetific purpose, probably in line
with a proﬁ:c.l or activity. AP :
| SRR
Elemenm gf Program Si kccess :

v program's ‘subcess L()Uld be incorporated into

Aﬁ"‘ Rro); * af} *ifn: ‘bd\lL elements that su.m;()a au.ounl for the Newark

" datory in'the school, grf gles offer little or no thotivation to the students. Rer-

ing programs or adapted |

to them. While students are evaluated in lhg{)ro&,mm and grades are man-

sonal motivation is foubyl in the competition Built into the DECA structyre it-

self. That compeuuon' an take plau among students in a chapter; among:

chapters; and'on local, t.nc. and national levels. The fact that the Newark
chapter has been numbet one in state compclmon four ?'c..xrs in a row and
. number two in the n.mor? is volunteered early inintervié sofclub mcmbcrq.
t.ﬁchers and Principal [ reidly. ’

_ Eighteen differentpgjects underway within'the program offer students a
variety bf interests and provide a wide arcna-for creativity and problem-
solving.+8igns scattered argtind the classroom in which meetin®s ar¢ held
spell out somt of lhu—aag: """ of success: “Today we're

ases and, eleinents
number two. Tomoftrow is up to you." “Say ‘I'll try’ not ‘I can l' " “You Are
the Key Person in DECA.Y The club's national trophy stands tall at front and
center day and night. Cc.rufu.nes ofuchlcqcmcnl hang from walls.

The extension of program beyond school walls and hours is a great source

of pride and a training ground for responsibility-gdinners with local business
representatives, trips to state and national .competitions, moncy-raising

activities in .the community. The group contracted with the nearby -

University. of Delaware to clean up the university stadium after home foot;
ball games - -for a price, naturally. In cdrrygng through such club pr0Jects.
the members Who actually show up to do the work are rewarded. with points

that accrue to the individual's credit. Then, when individual members need -

funds for special DECA events o finance a trip to competition in Los
Any.les. for instance-- lhcy share in the’ group’s “profits™ to the extent of
their individual efforts, as ‘measured by the total points each has earned.

. Constant emphasis of self-help as well as on mulual support and coopera-
“tion paysaflnot only in individual feelings of wodth and involvemeént, but also
in, unusually strong esprit de corps. Furlly:rmoremrﬂscpb,scured the. lines

elwecn student and gradquate to a great extent, as‘maﬁ?‘o thé “alimni of
to formal.club events: llke the dnnu'mbreakfasl .

~4he program_return not
for the installation of officers (held at g restaurant, not in the school

g -

.

-
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—cafeteria) but also simply to offer advice, counsel, and encouragement infor-

vy

mally:

‘.

* The Teachers Involved

_ *Qur priority,” Richmond reports, “is the individual student with o’
problom " The penchant is apparently contagious; for Junior Michael Hen-~
derson, while presiding over u recent club meeting, dccompanied cach new
task assignmerit to. individual members with the same question, Do you

" know what to do?’ If the response was hestitant, Mike turned to whichever -

ot§c_r_studcnt officer happened to be overseer for the particular project being
asligned and offered no ‘yuestion, but a confident “You know what to do.
Help her” ' e L ' '

*In a program like this,” one of the teachers remarked, “with the kids

“WR're trying to reach; you simply don’t have enough time to worry about

(Vs

that reading skills>will take care of thggselves if the motivation and belief

" teaching all t‘iccssury skills as sk@ not even reading skills. We hope

.

are higg‘enough'umong the students and\f there is-enough support, from us
and f_ro_n&.l,‘})_;ir peers.” ' : : '

-

"+ "Arguing ‘that there can, be no student failure in the program and the

_salesmanship'is “‘their thing,” th

*

e

>

course that surgounds it because the program's chief purpose is 10 serve as
an exploratory experience for ll;zz(udcnls. letting them decide whether
€achers tend to forget about gradjng as
.much as they can. *How can we fail a student if the program is.exploratory?
Either he learns that the program is for him, or learns that it isn't. Either
way;'he haslearned,” o o ‘ '
" “Pay youi’- club_dues and you'\’%\'ﬁusséd." is. the way one student put it.
“We really don’t care about: grades- never have. We're in this for other
reasons.” o0 _f . ’
"Oneof the “other reasons,” most of the students agree, is the easy and ex-’
“ténsive rapport between themselves and the club advisors. Those teachers
find themselves working as often as not in guidance functions, or as advo-
. cates. in behalf of OF ot another student, as liaison with<ocal businesseg in

.

“which students hployed. parttime. They write repor_ts.gn clupztcgiyities

or student achi 8
N DT - . : »
. university Stadium or performing in one o¢ another of the mahy

giber

w

, money-raising projects. PR } A

. . ‘- "
" “We kind of bend the rules, i\ we have toy’ confesked. The stadents

T

»

i ) perspegtive.

iy rogram and their, students. The thrge teachers, who anong them dre .

geponsible for more than 200 sludems.‘iidersland the fullgignificance of
' o e CTle T el

v

5

lb'urnalofReadingStatTFeaturco ‘ B . /‘ 89
i L . ‘

ent. They are side by side with students cleaning upi}]é‘

- gee the teachers as twenty-four) aprof&siofalsewho: believe in Jheir

.



" How Do You Know It Works?

With a progrim so flexiMe and varied, many wonder how anyone can
vouch for the program’s “success.” It is impossible to count the number of
dropouls who did not drop out of school because the program “kept them

" Whese grades are played down by teachers and students altke, it i
nduulous to paint to As and Bs and Cs. If no one l.ulx “who has paid his
dues’ in this“exploratory pmgrun. one canaot cven resort to the usurl
puss/f,ul crite rmn . 1 .

The. lc.uhc.r\ involved point to lhc. respect the program has among local
business persons, ‘many of whom hire” pEca students. to- work. during
afternoon hours. (The typical prea student at Newark has completed his
formal school day by’ noontime.) ‘Fhey point to placement and c.mplgynu.nl
rccords of progrirf alumm, .md to continuing support and p.lrllupalion n.
the progr.nn by its gr.ndualu 1hcy point to trophics and scores and cer-
tiﬂcatcs gathered in compétition with other, ¢lubs, evaluated objectively by

aimpgrtial-judges. When pru;éd they umjc.uun. a program dropoul rateof.
less than 5 percentin s years, )

F As for tradsler of rcadm;:, habits from pmjccl centered materials to wider

uses and interests, there is Jgss assurance. “There is some transfer, cer-
t.nnly Mrs. Duke believes: Pl've read nfore of iy assignments in olher

......
!

T clusscs than T used to. -Jllowed one sludcnl ol

e ~lf there was any doubt in thc. local p\xblfs mind about the success Of the
program, for scveral months a huge bnllboard alon&,slde the mmn hlghway‘
into town faced every mcommg motorist: . . .

“A Lommumly to be proud of - Hqme of thoNew.:rk Ch.:plcr ofthc. Dlh-
lnbutwc Education Clubs of America, Inc.” -

Paid for by the Newark peca chapter, nl was a \|gn that all could read.

9% . ot oo o ' A Sign That All Ca.n'R.et;d,
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