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Abstract:
The purpose of this study was to provide an objective evaluation of the exemplary method of teaching
reading used in the Belgrade Elementary School and the Three Forks Elementary School since 1971.
Reading achievement of pupils taught by the exemplary method was compared to reading achievement
of pupils taught by the previous method.

Also investigated were factors within the exemplary method. Eight questions were answered.

Approximately 313 pupils and ten first and second grade teachers were used in the study. Data was
collected from the cumulative records of all first, second, and fourth grade pupils of both schools. The
Stanford Achievement Test, Primary Battery II, the Otis-Lennon Mental Abilities Test, Form J, and the
Murphy-Durrell Reading Readiness Analysis were the tests used in the study. Tape recorded interviews
were made with the teachers and slow learning pupils. Coding of the taped interviews to determine the
major problems, severity of problems, and extent of reading improvement was done by graduate
students of an advanced reading methods course at Montana State University. Dr. Willis Vandiver,
recognized teacher training specialist, ranked teachers as able and less able to exhibit consistent
patterns of the six critical teaching behaviors.

Analysis of covariance techniques were used with the first five questions. Multiple regression statistical
techniques were used in the correlation study of the sixth question. A set of variables common and
characteristic was determined for the sample of slow learning pupils.

The major advantages of the exemplary and previous methods of teaching reading was determined by
the teachers who had taught using both methods.

Significant differences in spelling achievement were found for pupils taught by the exemplary method.
Girls taught by the exemplary method showed a significant difference in paragraph meaning
achievement. Teachers judged to practice consistent patterns of the critical teaching behaviors had
pupils who showed significant differences in achievement in at least one measure of reading
achievement. Teaching experience or inexperience did not have a significant effect on reading
achievement of pupils taught by the exemplary method. The Murphy-Durrell Reading Readiness
Analysis was a better predictor of reading achievement than I.Q. scores. The variables found most
common and characteristic of the slow learning pupils were male sex, low ability, low
motivation-perseverance, personality-emotional problems, physical problems, and dislike of school.
Teachers who had taught reading using both the exemplary and previous methods found more
advantages for the exemplary method. 
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. ABSTRACT

The purpose of this study was to provide an objective.evalua
tion of the exemplary method of teaching reading used in the Belgrade 
Elementary School and the Three Forks Elementary School since 1971. 
Reading achievement of pupils taught by the exemplary method was com
pared to reading achievement of pupils taught by the previous method.
Also investigated were factors within the exemplary method. Eight 
questions were answered.

Approximately 313 pupils and ten first and second grade teachers 
were used in the study. Data was collected from the cumulative records 
of all first, second, and fourth grade pupils of both schools. The 
Stanford Achievement Test, Primary Battery TI, the Otis-Lennon Mental 
Abilities Test, Form J, and the Murphy-Durrell Reading Readiness Analy
sis were the tests used in the study. Tape recorded interviews were 
made with the teachers and slow learning pupils. Coding of the taped 
interviews to determine the major problems, severity of problems, and 
extent of reading improvement was done by graduate students of an 
advanced reading methods course at Montana State University. Dr. Willis 
Vandiver, recognized teacher training specialist, ranked teachers.as 
able and less able to exhibit consistent patterns of the six critical 
teaching behaviors.

Analysis of covariance techniques were used with the first five 
questions. Multiple regression statistical techniques were used in the 
■ correlation study of the sixth question. A set of variables common and • 
characteristic was determined for the sample of slow learning pupils.
The major advantages of the exemplary and previous methods of teaching 
reading was determined by the teachers who had taught using both methods.

Significant differences in spelling achievement were found for 
pupils taught by the exemplary method. Girls taught by the exemplary 
method showed a significant, difference in paragraph meaning achievement. 
Teachers judged to practice consistent patterns of the critical teach
ing behaviors had pupils who showed significant differences in achieve
ment in at least one measure of reading achievement. Teaching experi
ence or inexperience did not havfe a significant effect on reading 
.achievement of pupils taught by the exemplary method. The Murphy- 
Durrell Reading Readiness Analysis was a better' predictor of reading 
achievement than I.Q. scores. The variables found most common and 
characteristic of the slow learning pupils were male sex, low ability, 
low motivation-perseverance, personality-emotional problems, physical 
problems, and dislike of school. Teachers who had taught reading using 
both the exemplary and previous methods found more advantages for the 
exemplary method.



Chapter I

INTRODUCTION

During the fall of 1971, new methods of teaching reading were 

initiated in the Belgrade Elementary School, Belgrade, Montana, and the 

Three Forks Elementary School, Three Forks, Montana. These methods 

were based on procedures and methods developed by the Exemplary Center 

for Reading Instruction, Salt Lake City, Utah. ,The comparative 

evaluation of reading programs used in that area of Utah began in the 

fall of 1966. The results of the first year's evaluation showed which 

reading programs were yielding the greatest end-of-year achievement 

for three different beginning-of-the-year readiness levels. This 

study was the Exemplary Center's first step in the development of a 

model, for mastery learning in reading. According to Dr. Ethna R. Reid, 

Project Director:

No single reading program in use at that time in the Granite 
District was found to be either significantly better than all 
others on.all variables or to be uniquely effective for students 
of any given level of pre-instructional readiness. McGraw-Hill 
Programmed Reading, however, yielded greater achievement than did 
the basals for pupils in the initially high and middle levels on 
the Murphy-Durrell Reading Readiness Analysis but not for pupils 
in the low level (1971),

Since the evaluators found that pupils taught using the 

programmed readers scored significantly superior to the pupils in basal 

readers on oral reading rate and comprehension, it was selected for ' 

further evaluation and development. Especially important were efforts 

to improve its effectiveness with the low-readiness and/or low-ability
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pupils. From continuing efforts carried out through succeeding years, 

the Exemplary Center for Rea:ding Instruction discovered those critical 

teacher behaviors which produced the greatest gains in reading achieve

ment for low-readiness and/or low-ability pupils. For. '.example, the 

first year it was discovered that the teachers who obtained better 

than average gains for low-ability pupils deviated more from the 

teacher's guide than other teachers. These teachers were also spending 

more time with the low-ability pupils than did the teachers who did 

not produce as great a gain.

During the next two years, other characteristics of teachers 

producing greater gains were recognized, i.e., the practice of promising 

and carrying out specific consequences contingent on the pupil's 

behavior and the practice of prescribing specific teaching sequences 

based on the diagnosis of errors.

The fourth and fifth years of research provided insight into 

a facet of behavior which had not been apparent before. ■ In working with 

children who had scored below 69 on the Murphy-Durrell Reading Readi

ness Test, the researchers discovered that all of the children (almost 

two hundred) had the necessary visual discrimination, auditory discrimi

nation and blending skills needed to learn to read. While observing in 

the classroom, it was discovered that these children had low response 

rates. In other words, they were not responding at all or in limited 

ways to their teacher's questions. The teacher behavior, therefore.



which was identified as critical for the success of the:low achieving 

child was the ability to elicit responses. The techniques used in 

eliciting oral and written responses were called "multiple" and 

"aggressive" responses.

Many other related studies carried out by staff members of the 

Exemplary Center for. Reading Instruction and by graduate students in 

area universities have led to the formulation of the following list of 

principles by which every normal child.can be taught to read:

1. All children must respond; no child is allowed to sit day 
after day. .

2. Positive reinforcement and skillful pupil management 
practices utilized by the classroom teacher to encourage each 
pupil to develop to his greatest potential.

3. A.spelling, writing, and dictation component has been added 
to the reading, program to strengthen the learning of new letters, 
sounds, and words.

4. More responses from children per lesson through multiple 
and aggressive response techniques.

5. Higher levels of mastery (90% to 100%) father than the 
usual 75% required by most reading programs.

6. Instant error diagnosis and correction with teaching 
prescribed to the type of error the child is making. ■

7. Word analysis skillfully taught and mastered by all pupils.
8. Success orientation for every child. Instruction indivi

dually based on each child's learning rate with the end product of 
task mastery valued rather than the rate of learning (Vandiver, 
1973).

The Belgrade Elementary School and the Three Forks Elementary 

School administrators and teachers became interested in the Exemplary 

Center for Reading Instruction's work with reading in the spring of 

1971. At the end of that school year, four of the first grade teachers 

and one administrator from the two schools attended a training workshop
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at the Center in Salt Lake City, Utah. The remainder of the teachers

involved in this study have attended training workshops conducted by

Montana State University, in-service workshops conducted by Dr. Willi's

Vandiver, and/or visited classrooms in the Salt Lake area where the

reading program is in progress. Dr. Willis Vandiver was available for

consultation in both schools. The investigator served as a consultant
-

for the Three Forks Elementary School for the years 1971 through 1973.

STATEMENT OF THE PROBLEM

The Primary Grade Departments of the Belgrade Elementary School 

and the Three Forks Elementary School.have been engaged in an exemplary 

reading program. The purpose of this study has been to provide an 

analysis of the results of that program as compared to the previous 

methods of teaching reading. The extent of the analysis and the 

procedures used are explained in detail in other sections.

NEED FOR THE STUDY

Much time and effort have been spent to develop the reading 

programs at the Belgrade Elementary School and the Three Forks Elemen

tary School. ■ Many educators from different areas of the state have 

visited in the classrooms using the program. The methods used in the 

program are taught in undergraduate and graduate reading methods 

courses at Montana State University. This study was. an attempt to



■5

provide an objective evaluation which would, partially determine the 

continuance of the program and teacher training procedures.

' GENERAL QUESTIONS TO BE ANSWERED

This study attempted to answer several questions. The first 

question was concerned with a comparison of the exemplary, reading 

method and the previous method used in the Belgrade Elementary School 

and the Three Forks Elementary School. Results were compared in the 

educational areas of (I) word meaning, (2) paragraph meaning, (3) 

Spelling, (4) word study skills, and (5) language.

The second question was concerned with determining which 

reading method shows greater achievement gains in the five educational 

■ areas for different levels of intellectual ability of the pupil 

population in each elementary school.

The third question was concerned with determining if boys or

girls showed the greater achievement gains in reading.,
. • ■ '■ : ■ 1 . .

The fourth question was concerned with teacher ability. Does

teacher ability as ranked by a teacher training expert have an effect ■ 

On the results.of achievement gains made by. pupils engaged in the 

exemplary reading program?

The fifth question was concerned with determining if. the length .

of teaching experience has a significant effect on achievement of

those pupils engaged in the exemplary reading program.
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The sixth question was concerned with determining if the 

Murphy-Durrell Reading Readiness Analysis is a more effective predictor 

of reading achievement than intellectual ability.

The seventh question was concerned, with a sample of slow- 

learning children from the Belgrade Elementary.School and the Three 

Forks Elementary School. Was there a set of variables.common and 

characteristic to all of these children?

The eighth question involved personal interviews of those 

teachers who have taught using both the previous and exemplary methods 

of teaching reading. Are there major differences in the exemplary 

method when it is compared toi the previous method?

GENERAL PROCEDURES V

Two .procedures were necessary to procure information needed 

for this study. First a review of literature was made and is presented 

in Chapter 2. The emphasis of this review was on understanding the . • 

underlying factors involved in the teaching of reading.

Secondly, data was collected from.the Belgrade. Elementary 

School and the Three Forks Elementary School. The populations that 

were used for this study were,comprised of all the first, second, and 

fourth grade pupils of each school. The total number of pupils involved • 

was approximately 313. Information was gathered from the cumulative 

records of each pupil. Achievement test results were determined by the
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Stanford Achievement Test, Primary Battery II. Intelligence quotients 

were measured by the Otis-Lennon Mental Abilities Test, Form J.

Reading readiness was assessed by the Murphy-Durrell Reading Readiness 

Analysis. The records of the fourth grade pupils involved their second 

year of school so-a comparison could be made with the 1972-73 second 

grade pupils in each school. No comparisons were made between schools. 

Data necessary to complete the case studies and the teachers' rating of 

the exemplary program was gathered from cumulative records, teacher 

interviews, and/or classroom observations by the investigator.

All ten first and second grade teachers of the Belgrade Elemen

tary School and the Three Forks Elementary School were involved in .the 

study. The ranking of teachers according to ability was made by Dr. 

Willis Vandiver, recognized teacher training specialist and reading 

authority. Length of experience was determined by the investigator 

after examination of. the years of experience, of the teachers involved 

in the study.

LIMITATIONS

This study was limited to all the first grade pupils, all the 

second grade pupils, and all the fourth grade pupils of the Belgrade 

Elementary School and the Three Forks Elementary School. The range of 

ability included low, average, and high levels of intellectual ability. 

The basic socio-economic groups of lower, middle, and upper limits were
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included, although most pupils fell into the middle and lower socio- 

economic groups.

Only children whose cumulative records indicated -they were not 

enrolled in the Belgrade Elementary School or the.Three Forks Elementary 

School for the first two years of their school experience were 

eliminated from the study. All children who were classified as 

emotionally disturbed,.learning disabled, or with other disturbing 

factors were included in the study, as all these children constitute 

the normal school population..

All first and second grade teachers of the Belgrade Elementary 

School and the Three Forks Elementary School were involved in the 

study. The teachers possessed varying degrees of education, experience, 

and expertise.

The.study is necessarily limited by the fact that many variables . 

are uncontrollable in the normal educational setting. Data available . 

to the investigator was determined by the testing programs found in 

the cooperating school systems. Because of the need to provide as 

objective an evaluation of the reading program as possible, the 

limitations inherent in such a study are acknowledged but. deemed an 

unfortunate aspect of educational research at this, point in time.

The research done for the review of literature was confined to 

research bulletins, periodicals, microfilms, and books obtained from 

the Library of Montana State University, Bozeman, Montana, and from
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the Exemplary Center for Reading Instruction, Salt Lake City, Utah.

The more intensive training provided for teachers using the 

exemplary method as compared to the training for the previous method 

may have affected the results of the study.

The bias of the investigator towards the exemplary method 

might have produced a Hawthorne effect favoring the exemplary method.

DEFINITION OF TERMS

.

Since the exact meaning will be important in understanding 

the data collected, the following terms are defined .as they were used 

in this study.-

Non-responder. A child who does not■respond in any manner 

(oral, written, etc.) to the teacher's question or instruction. For 

example, "This word is cat. Say cat." If the child does not respond, 

he is a non-responder.

Multiple response. A response technique developed by the 

Exemplary Center for Reading Instruction tp' reduce the time necessary 

to learn new words, letters, or sounds. The child responds until the 

teacher gives a signal to stop. The correct response is often identi

fied for the .child before he responds.
- '

Aggressive response. A response.technique, used to check 

learning of new words, letters, and sounds. The child does not know
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which response will be called for until the teacher indicates which 

word, letter, etc. Usually only one response is made.

SUMMARY

An exemplary reading program has been in progress in the 

Belgrade Elementary School and the Three Forks Elementary School.

This study was an attempt to provide an objective evaluation of that, 

reading program. The importance of the study has been reflected in 

the interest shown by other Montana School, Districts in the program.

The review of literature presented in Chapter 2 was a means 

of becoming familiar with the data which was pertinent to the investi 

gator's study. Attention was given to the factors involved in the 

teaching of reading.



Chapter 2

REVIEW OF LITERATURE 

THE TEACHING OF READING

What Is Reading?

As knowledge about learning and human development increases, a 

term such as "reading11 becomes increasingly difficult to define. In 

fact, there is not general agreement among so-called experts on the

limitations which should be applied to the definition of the reading
: .

process. Karlin points out that it was not too many decades ago that

reading was thought to be the ability to recognize what words said.

Oral reading was done in basal readers, social studies, and science

textbooks. The.term "read with expression" was often heard. Any

questions asked did not challenge children's thinking (1971:39). In

present times, the limits of reading have been expanded beyond the

mere calling of words. Heilman states, "Reading is a process of getting

meaning from printed word symbols. It is not merely a process of making

conventionalized noises associated with these symbols (1967:8)." E. A.

Betts expands the meaning of reading when he states:

Reading is a language process rather than a subject. In a 
psychological sense, reading is a thinking process. In another 
sense, reading is a social process that relates the reader to his 
environment, and conditions that relationship. Psychophysiological 
factors, such as seeing and hearing, also are embraced by an 
adequate concept of reading as a process (1957:70).

Witty, Freeland, and Grotberg concur with Betts' definition.
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when they say: .

Reading is a process involving meaningful reaction to printed 
symbols. We should recognize the fact that reading,is both oral 
and silent, that the pupil's response is determined not only by 
the printed symbol itself, but also by his own nature and needs,

' which influence his reaction and color his interpretation (1966:8)

Durkin carries the definition of reading to extended limits 

when she uses examples of reading that illustrate that.(a) successful 

reading requires the recognition of written words and an understanding 

of their meaning, but also (b) successful reading, especially of more 

difficult material, is dependent upon the ability to think like and 

with the author. She also recognizes that some types of reading go 

even beyond these two basic requirements (1970:4).

Reading is seen as a language function related to speaking, 

listening, and writing. Because it involves the manipulation of sym

bolic material,. most educational psychologists, educators, and other 

experts agree that it is a complicated process. What is particularly 

frustrating to teachers, educational psychologists, parents, and the 

children involved is the amount of difficulty some children have in 

learning the process of reading. A fact which seems to be accepted by 

all concerned is that the process of learning to read is highly sensi

tive to pressures. Pressures may come from parents, teachers, other 

children, or from within the child. Failure to fulfill expectations 

of success can be a heavy burden (Heilman, 1967:4, 5).,

Experts in many fields have, turned their attention to the
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process of learning to read.. One of the most notable, is John B.

Carroll. Carroll feels that the essential skill in reading is getting 

meaning from a printed page. He has researched the reading process in 

adult and child readers for nearly three-quarters of a century.

Examining the process of reading in skilled readers has provided the 

basis for his components of the reading process. The process of 

learning to read is not simply a slow imitation of the.mature reading 

process in adult skilled readers. Each component has. levels of profi

ciency. Also, a child can be learning a. number of skills simultaneously 

and can reach mastery' of each at different times. Each component has 

to be learned and practiced. According to Carroll, the components of 

reading skill are:

I. The child must know the language that he, is going to learn 
to read. There are exceptions to this component as in the deaf 
child who. does not know the spoken language or the foreign language 
child who learns the new language by learning to read it.

■ 2. The child must learn to dissect spoken words into component 
sounds.

3. ' The child must learn to recognize and discriminate the 
letters of the alphabet in the various forms--capitals, lower case, 
printed, cursive.

4. The child must learn the Ieft-to-right principle by which 
words are spelled and put in order in continuous text. There are 
certain aspects of letter-sound correspondences that violate the 
principle, e.g., wh in representing the sound cluster hw.

5. The child must learn that there are patterns of highly . 
probable correspondence between letters and sounds, and he must 
learn those patterns of correspondence that will help him recog
nize words that he already knows in his spoken language or that

. will help him determine the pronunciation of unfamiliar words.
6. The'child must learn to recognize printed words from what-, 

ever cues' he can use--their total configuration, the letters 
composing them, the sounds represented by those letters and/or the 
meanings .suggested by the context.
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7. Ttie child must learn that printed words, are signals for 
spoken words and that they have meanings analogous to those of 
spoken words. While decoding a printed message into its spoken 
equivalent, the child must be able to aipprehend the meaning of 
the.total message in the same way he would apprehend the meaning 
of the corresponding spoken message.

8. The child must learn to reason and think about■what he 
reads, within the limits of his talent and experience.

Carroll believes that adult reading is skilled only because 

all the eight components are so highly practiced that they merge ' 

together, as it were, into one unified performance. The well-coordinated, 

swift eye movements of the adult reader are a result, not a cause, of ■ 

good reading; the child does not have to be taught eye movements 

(Singer and Ruddell, 1971:297-299).

Problems in Teaching Reading

Although how to teach reading has continued to be the center; 

of a hot debate for nearly two decades, recent studies have shown that 

reading deficiencies continue to be a nation-wide problem. In a speech 

before the National Association of State Boards of Education in.1969, 

James E. Allen, Jr., then the U. S., Commissioner of Education, set a 

national priority for the educators and federal government of this 

country. The central theme of his first and succeeding speeches about 

the goal was that the scandalous, record of reading failure in American 

schools must, be overcome. Allen pointed to shocking statistics gathered. 

by researchers of the U . S. Office of Education. They found that:

One of four students nationwide has significant reading defi
ciencies; more than three million illiterates are in the nation's
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adult population; about one-half of the unemployed youths, ages 
16-21, are functionally illiterate; three quarters of the juvenile 
offenders in New York City are two or more years retarded in 
reading (Pine and Neill, 1970:1).

Other indicators of the magnitude of the problem include studies 

made by the U . S. Office of Education that show that: ■ (I) the number 

of boys who either read poorly or not at all exceeds the number of 

girls by ten to one; (2) estimates range from I to 5 per cent of a 

school's population that could have severe reading disability; (3) 

there are large numbers of elementary school teachers who do not know 

how to teach reading efficiently; and (4) many school administrators 

have not the slightest idea how serious the reading problem is in their 

own school systems (Pine and Neill, 1970:1-3).

Reading Materials
■ .

Dissatisfaction with reading results and reading materials has 

led to a proliferation of materials and methods since the late 1950's 

and early 1960's. After the results of two major reading studies were 

published in the mid 1960's,- another flood.of materials and material 

revisions has occurred .(Chall, 1967; Bond and Dykstra, 1967).

Basal Reading Materials

The most popular materials used through the years to teach ^ 

reading have been the basal readers. Spache (1972:32) points out that 

about 90 to 95 per cent of our primary.and 80 per cent of our inter

mediate grades use graded readers. In fact, the basal reader is the
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only major instructional program in about seven out of ten of ali our

elementary classes. Series of integrated readers have been uOed in
■ :? ' ■■ ■' . ;

this country since its earliest history. Lyman Cobb has been credited

with compiling the first carefully graded set of readers (Witty,

Freeland, and Grotberg, 1966:26). Several series which appeared 

between 1840 and 1860 reflected the trend toward school grades. The 

most popular of these was the McGuffey Readers. McGuffey revolutionized . 

reading series when he introduced the idea of grading readers according 

to difficulty. He initiated the idea of a controlled vocabulary and 

the gradual introduction of new words (Spache, 1972:31).

A basal reader series is based on the premise that reading 

skills should be developed through carefully sequenced lessons. Until 

the late 1960's and early 1970's, basal reading materials were divided ... 

between the meaning-emphasis and the code-emphasis approaches of 

teaching reading. The primary difference in the two approaches was 

the different order in which the components set forth by Carroll would 

be taught. The code-emphasis exponents believed that the skills should 

be introduced in approximately the.order in which Carroll lists them 

(refer to pages 13 and 14). The meaning-emphasis exponents, on the 

other hand, believed that the skills should be introduced in the 

following order: I, 6, 7, 8, 4, 3, 2, 5 (Singer and RuddelI, 1971:300).

However, it would seem that the needs and effective learning styles of 

the individual learner should have been taken into account. The
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current trend is to ,combine the components so that a child learns words 

by sight and also how to "attack" words he does not know. The most 

effective teachers have been using a similar approach.for years no 

matter if the reading materials they were using had a basic code- or 

meaning-emphasis organization (ChalI, 1967:269).

Criticisms of Basal Reading -
Materials

Several forces have been instrumental in bringing about changes 

in basal reading materials. Where the materials of the 19501s and 

early 1960's could be generally divided into a code-emphasis or meaning- 

emphasis approach, newer materials on the market reflect the influence 

of several critical forces. Chall1s exhaustive analysis of reading 

methods, reading materials, and reading achievement results with the 

conclusions reached that the code-emphasis approach gained superior

reading results certainly had a significant influence on the writers
■

of basal reading materials., The influence of the linguists cannot be 

overlooked. Most major companies now have linguists on the writing 

staff (Ginn, and Scott, Foresman). In fact, the structure of reading 

materials has shown considerable influence from many factors normally 

thought to be outside the realm of the educational field. Three widely 

read books of the 1950's and early 1960's period which convinced many 

parents that their children were not being properly taught were 

Walcutt! s Tomorrow's Illiterates (1.961), Trace's What Ivan Knows That
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Johnny Doesn't (1961), and Flesch1s Why Johnny Can't Read and What You 

Can Do About It (1955).

The concept of vocabulary control in basal readers was one of 

the first characteristics to come under criticism. Proponents of 

controlled vocabulary felt that reading materials must be carefully 

patterned so that the average child would find it simple enough to 

read. Spache points out the lengths to which the writers of basal 

readers went to make sure this goal was achieved:

This control is based upon literally hundreds of word counts 
and other types of analyses of vocabulary and concept loads. As 
a result of these studies, there has been an almost continuous 
trend toward vocabulary simplification in basal readers over the 
last three decades. It seems as though each new series published 
during this period contained fewer words repeated more often than 
the last, published set (1972:37) .

These basal reader enthusiasts felt that it was necessary to 

teach children a sight vocabulary which should include the most 

frequently used words already present in most children's oral/aural 

vocabularies. One of the most influential word lists used in the 

basals for the past thirty years has been, the Dolch Basic Sight Word 

List published in 1941. The Dolch list was compiled during the 1930's 

from studies done in the 1920's. Dolch compiled his words from several 

prominent word lists of the 1920's and then arbitrarily selected 

twenty-seven words that he felt rounded out his list of two hundred 

twenty words. Why he chose 220 words does not seem clear. The list 

contained words common to children or important for children to know
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over fifty years ago. In a study published in 1967, Kucefa and Francis 

published results of a computational analysis of present-day American 

English. They found that 37 per cent of the Dolch list was not among 

the most frequent words in present-day children's vocabularies or in 

natural language samples from fifteen different sources (Johnson, 1971: 

450). Monroe (1964) has estimated that American pre-school children 

have a speaking vocabulary of nearly 4>000 words and listening 

vocabularies that extend from 6,000 to 48,000 words. Johnson states:

Acknowledging the extent of young children's oral/aural vocabu
laries, is it not more important for primary reading materials to 
reflect what exists in present-day American English, than for 
sight word lists to reflect what occurs in beginning reading 
materials (1971:457)?

Another criticism of the vague vocabulary control methods 

employed by basal reader authors was voiced by Gates. He found in 

testing second, third, and fourth graders that the claims for vocabu

lary control were unfounded. When he tested beginning third grade 

readers, he discovered that over half recognized.almost all of the 

words for both the third and fourth readers which they had not yet 

read. When he repeated the study with second graders, he discovered 

that 75 per cent of the students knew at least 80 per cent of the third 

grade basal reader vocabulary (1962:443-448).

Spache (1972:38) contends that studies of children halfway 

through the first grade show that they are ready to move beyond the 

basal reader vocabularies and are, in reality, teaching themselves
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many new words they encounter in recreational and other reading through
■ ' . ,I''" . : '

the use of any word attack skills they may have been taught or figured

out for themselves.

Another important criticism of the basal reader method of 

teaching reading was the delay in the teaching of word attack skills.

A careful examination of reading materials of the period reveals that 

designs for phonics instruction were included in the teacher's manual. 

However, in most series, it was thought important to establish a basic 

sight vocabulary before much formal phonics instruction was done.

Walcutt, Trace, and Flesch were highly critical of the lack of phonics' 

instruction. Chall found that most changes in methods of teaching 

reading have been instituted by school people who are seeking to improve 

faulty existing programs. . Innovating schools have generally been found • 

at the two ends of the socioeconomic scale. The early innovators in 

reading instruction who led the way in a heavier emphasis on phonics 

instruction were mainly schools with a large proportion of children of 

professional parents— private, parochial, and suburban schools— or 

schools with many culturally disadvantaged children. Chall found that 

these two extremes of schools were the ones who adopted phonic and 

linguistic approaches early as a kind of revolt against progressive 

education. At the "elite" end of the continuum could be found the well- 

known private schools associated with the Reading Reform Foundation.

At the other end of the continuum were the urban school's with large
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populations of culturally disadvantaged school children who were falling 

behind in reading skills. Many public school officials held out to the 

last in adopting a "return to Phonics" program. Chall feels that they 

may have felt that such an adoption was joining the "camp of the enemy 

(1967:289-291)." However, in general, the program of word attack skills 

has been changed dramatically in many popular basal reading series to 

meet the demands for a stronger phonics and linguistics program.

Phonics instruction is begun immediately with the first initial reading 

programs rather than being delayed until after first grade (Spache, 

1972:44).

Phonics Materials

Besides the phonics instruction guides found in basal reader 

materials, numerous supplemental phonics materials have been introduced 

in the primary reading area through the years.■ Much of this material 

was introduced during the period when the basal series had a heavy 

meaning-emphasis. The extent of use of phonics has been debated by 

reading experts and others, while the pendulum has swung from more to 

less use for the past two hundred years. The current swing towards 

more phonics has triggered the rise of new phonic systems whose authors 

claim will cure all problems in teaching reading. Generally, these 

programs teach, phonics more directly, earlier, and more extensively.

Most are designed to be used as supplemental materials with other 

reading materials, such as basals.
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Caleb; Gatterno (1972:60, 62) authored the Words in Color program 

which uses different colors to identify the forty-seven sounds in our 

language. Spache points out that studies show no significant differences 

have been found in reading, spelling, or even in phonic skills for 

children taught by the Words in Color program in comparison with basal 

programs or other phonic programs.

Other phonic systems are the Phonovisual Method (Lucille D. 

Schoolfield and Josephine B. Timberlake), Reading With Phonics (Julie 

Hay and Charles E. Wingo), Phonetic Keys to Reading (Theodore L. Harris, 

et. al.), The Writing Road to Reading (Romalda B. Spalding and Walter T. 

Spalding), Breaking the Sound Barrier (Sister Mary Caroline), and .The 

Carden Method (Mae Carden ) , (Chall, 1967:16).

The Lippincott Basic Reading Program is a complete phonics 

reading program authored by Charles C. Walcutt and Glenn McCracken.

This basal reading series introduces over 2,000 words in the first 

grade. The phonics program, is heavy and moves fast. The content of 

the stories is based on fables, folk tales, and imaginary episodes 

(Chall, 1967:23). The Lippincott series was used in two of the First 

Grade Reading studies. Scores for the Lippincott pupils at the end of 

first grade were significantly higher in vocabulary, spelling, accuracy 

of oral reading, comprehension, and scores on two word lists. Spache 

reports another study comparing Lippincott with a basal plan plus 

phonics and with an initial teaching alphabet (i.t.a.) program. Again,
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.the Lippincott produced higher scores in word recognition, phonics, and 

spelling but only for average and bright children.. Children taught with 

the basal plus phonics plan scored better in reading comprehension, 

attitudes toward reading, and the breadth of reading experiences (1972: 

64-65).

The Influence of Linguists

Bloomfield .(1962) and Fries (1963) were the first linguists to 

actively recommend and publish procedures for the teaching of reading. 

Both these linguists proposed systems that placed a heavier emphasis on 

the decoding process. The reading materials they introduced were sys

tems of phonics based, in their opinions, on sound linguistic principles 

The materials developed by Bloomfield and Barnhart were the first major 

attempt made by linguists to enter the reading field. Spache (1972:72- 

73) points out that the six published series that are labeled linguistic 

differ considerably due to the varied approaches the linguists follow. 

That linguists do vary in ways of looking at the structure of language 

has led to no clearly defined linguistic approach to reading instruc

tion. Basically, there are generative or transformational linguists and 

there are structural linguists. The generative linguist attempts to 

discover what knowledge one has of a language to produce spoken language 

patterns. The structural linguist studies oral language to identify 

its sounds, units of meaning, and its syntax (Karlin, 1971:22). Lin

guists have been highly critical of the traditional basal reader
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programs. However, because of the differences in their.approaches of • 

studying language, the linguists do not fully agree on what methods • 

should be used to teach beginning reading.

One basic area of agreement is the belief that speech is the 

primary language function and reading and writing are secondary language 

functions. Linguistic series reflect the belief.that beginning readers 

should face only words with consistent grapheme-phoneme relationships. 

Syntax or sentence patterns should be learned to aid comprehension.

Also, most linguists are highly critical of the terminology used in 

teaching phonics, e.g., teaching the children that letters make sounds 

(Goodman, 1964:355-361). After these areas of agreement comes a 

disparity of consensus of opinion about any other areas of agreement. 

Some series have no pictures, as the authors feel pictures give clues 

that cause children to guess at words. Some series introduce only 

regularly spelled words, while others introduce regular and irregular 

words (Spache, 1972:73). Linguists have made worthwhile contributions 

to the understanding of the reading process, but certainly they have 

not been totally united in the directions and suggestions they have 

offered. As a consequence, there is no one linguistic approach to 

teaching reading.

The Modified Alphabet Materials

To avoid the inconsistencies in sound-letter relationships, 

several primary reading series which introduce different alphabets have
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been used in various parts of the United States. . The most widely used 

has been the Initial Teaching Alphabet, commonly called i.t.a. The 

Initial Teaching Alphabet was introduced in England and later into this 

country in the early 1960's. Chall (1967:93) points out that the 

principle of using modified alphabets did not.originate with Pitman's

i.t.a. The idea was around for many years before he developed his 

system. I.t.a. utilizes forty-four symbols in an attempt to simplify 

the sound-symbol relationships in the written language. Research 

studies done in this country have shown no consistent pattern of 

significant gains by teaching children to first read and write i;t.a. 

Questions have been raised in both this country and in England about 

research methods and results. The British government no longer supports 

the experimental use of i.t.a. in England. In this country, no improve

ments of the reading materials have been made by publishers. The 

approach is basically tied to the language experience idea because of 

the amount and timing of the writing component (Spache, 1972:57).

Chall questioned whether the research results claimed were due 

to i.t.a. or the change in method of teaching, i.e.., the Hawthorne 

effect. Many questions about research methods arise, e.g., testing 

different numbers of children, no information regarding, differences in 

socio-economic backgrounds, age, or sex, leaving confusion in the mind 

of Chall. She also questions the apparent lack of controls concerning 

the teaching of phonics and other word attack skills plus the amount of.



time spent on writing and reading. If the same efforts had.been expended 

with the traditional alphabet, would results be similar?. An experimental 

tryout of i.t.a. was begun in 1963 in Bethlehem, Pennsylvania. The 

American demonstration compared an i.t.a. program of harder readers, 

early and heavy phonics, and. early writing to a traditional program that 

used easier readers, late and less phonics, and practically no writing. 

Chall is of.the opinion that:

For this reason, we cannot attribute the results attained by 
the experimental group to the use of i.t.a. alone;.all other 
differences must also be considered. These experiments do not 
tell us what can be achieved by using harder readers, early and 
heavy phonics, and early writing without modifying the alphabet.

Chall concludes that all the advantages: of i.t.a. could be had without

the heavy expense of i.t.a, (1967:124).

Another modified alphabet system is the Diacritical Marking

System authored by Edward Fry. This system uses diacritical marks to

indicate the values of certain letters and letter combinations. Fry

conducted careful research studies comparing his system with a basal

series in which content was identical. After three years, Fry found no

significant differences between the two methods (Spa.che, 1972:58, 59;

Karlin, 1971:29).

Other Reading Systems

The language experience approach seeks to develop reading 

skills through the medium of children's own stories, Each child's 

unique interests and needs.are stressed. The method varies from

26
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teacher to teacher. Early phonics instruction is usually part of the 

system, and some teachers use basal readers as supplemental material. 

This method has reappeared a number of times and was earlier used to ' 

convey the idea that "reading is really talk written down (Spache, 1972: 

66)." Lack of sequential skill training, lack of organization, memori^ 

zation of charts, and too little repetition of vocabulary are among 

the criticisms of this approach. The success of the program depends 

heavily on the skill of the teacher. The approach has found merit in 

developing language skills, especially when used with a basal reader . 

program (Chall^ 1967:43).

Programmed reading materials are self-instructional and self- 

correcting. Several series are available among which are Programmed 

Reading by McGraw-Hill Company and Lift Off to Reading published by 

Science Research Associates. Karlin states:

The principles underlying programmed instruction are consis
tent with general learning constructs. There is evidence that 
immediate reinforcement (knowledge about the correctness of 
responses) and hierarchy in learning (frames in graded sequence) 
can facilitate learning. But another ingredient must be added: 
the programmer's understanding of the material to be learned.
This factor might explain why some programmed materials are weak 
and do not seem to be as useful as other materials in traditional 
formats (1971:31).

Bond and Dykstra reported mixed results in reading achievement 

for programmed reading. They pointed out the difficulty inherent in 

comparing programmed reading results with other reading results. Were 

the results due to programming» the content, or to other factors (1967:
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140)? programmed materials are heavily focused on phonic-linguistic 

approaches. They all start children on letters, their sounds, a 

controlled vocabulary of regular words, have children isolate sounds, 

and teach blending of sounds (Chall', 1967:44).

Frustration with basal readers and grouping practices, espe

cially the traditional three, gave rise to individualized reading 

programs during the 1950's (Heilman, 1967:344). Individualized reading 

methods are as varied as the teachers using them. Spache says that the 

name is a misnomer as in some programs there is no real individualiza

tion for each learner. Materials are selected for the reader and 

grouping is practiced (1972:79). A statement such as this confirms the 

fact that the term means different things to different people. Karlin 

(1971:31) defines individualized reading.as "a self-selection, self

pacing, and self-motivation program." Children select the books they 

read and report individually to the teacher. Veatch (1966), one of the 

strong proponents of individualized reading, feels that if children are 

left alone they will usually select materials of an appropriate level.

Some teachers use basal readers and workbooks in daily instruc

tion to groups, and allow children time to read in self-selected trade- 

books. Others use tradebooks as the basis of all the children's reading 

Chall (1967:42) points out the fact that individualized reading has 

enjoyed reoccurring popularity and has been around under many labels, 

e.g., "free reading" in the 1920's. ‘



29

. Heilman (1967: 365) points out that many authorities feel that 

individualized reading instruction calls for highly competent teachers. 

The demands for organization, efficient skills teaching, conferences, 

correct diagnosis put teachers in the position of providing the struc

ture usually supplied by basal reader programs. Teachers must have 

the insight and training to provide this structure if this reading 

program is to succeed.

The First Grade Reading studies reported no significant 

differences in any measure of silent or oral reading for individualized 

reading methods (Spache, 1972:82). Chall (1967:134) found that 

individualized approaches tend to give less systematic practice in 

code acquisition.

Spache (1972:81) contends that it is difficult to evaluate the 

impact of the individualized reading program on children's reading 

processes because of the Hawthorne effect. Some studies show that when 

children change from basal reading to an individualized program their 

reading scores improve. When.these studies are continued, this improve 

ment tends to disappear. When the children are shifted back to the 

basal reading program, their scores rise again. In other words, the 

change from one method to another seems to produce marked improvement 

in reading performances, interest, and motivation.
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Reading Research! and Its 
Effect on instruction

: - V

The process of learning to read has generated more research 

than any curriculum area. Chall (1967;I) estimated that for each 

research study in arithmetic there are probably three studies in■ 

reading. . Karlin (1971:3) concluded that there were about 300 summaries 

of published research plus numerous unpublished studies each year. 

However, the fact still remains that, as educators, we do not learn 

much about or apply many findings to our teaching of reading. Spache 

believes that the lack of impact of research on current practices of 

teaching reading is a great deterrent to progress toward the best 

possible reading program. He states:

Someone has estimated that it takes several decades for a 
scientific discovery in the field of education to affect class
room practices in any wide area of our country. Added, to this lag 
of. practice behind discovery is the fact that much reading research 
is undramatically inconclusive or even trivial (1972:149).

Spache uses for an example of how little impact reading research has

on practices the Cooperative Research Program in First Grade Reading

which was probably one of the largest single reading projects in

recent years.

Karlin points out that regardless of the weaknesses in the 

research results available to.us we must use what present knowledge 

we have to improve reading programs. He states:

We know that no single method or approach is best; that no one . 
type of program contains all necessary elements; that teacher 
effectiveness can change the outcome of any program regardless of
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its' merits; that there are programs which are more suitable for 
some children than others. Perhaps Ve ought to consider the 
possibility of adapting our procedures so that the best elements 
of each practice known to have real potential became part of a 
total strategy for teaching reading. In the long run our own 
understanding of and ability to apply them will control the 
quality of instruction and its outcomes (1971:10).

Chall found that unselected children taught by a code emphasis 

approach generally do better in reading than children taught by a 

meaning emphasis approach. She did not find that differences in 

intelligence made a great deal of difference. In fact, she found that 

a systematic phonics approach was better for all.levels of intelligence 

She found that the approach was as effective for the slow learner as it 

is for the average or bright child. At the end of grade three, the 

slow learner who has been taught by a systematic phonics approach began 

to out-perform those taught by a meaning emphasis approach. From her 

review of twelve studies, it would appear that systematic phonics, is 

easier for slow learners than intrinsic phonics where the child must 

induce generalizations. Brighter children are less affected by the 

method than average or low ability children. In fact, bright children 

can learn equally well under code- or meaning-emphasis programs if all 

other factors are equal. The limited evidence available from studies 

related to socio-economic levels support^ the use of a code emphasis 

approach with, lower socio-economic children^. Chall believes that this 

makes sense:

A code-emphasis method, which tends to give early independence 
in recognizing words would be of particular help to a child who is
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not surrounded by books and adults who help him read words he 
cannot figure out for himself. A middle-class child has more 
opportunity to "discover11 what reading is all about— particularly 
the letter—to-sound relationships— -even if the method used in his 
school does not go about teaching the code systematically (1967: 
129-131).

Despite the unprecedented development of new materials for 

teaching beginning reading, there is a growing conviction, that materials 

alone will not solve the myriad of instructional problems faced. There 

is a reawakening of interest in the concept that the single most 

important factor affecting instruction in the classroom is the teacher. 

Heilman concurs:

A reading program, regardless of philosophy and materials 
used, can never rise above the level of instruction found in the 
classroom. Teachers are beginning to believe that teaching is the 
key to future developments in reading instruction (1967:129).

Pine and Neill summarize the findings of reading research 

■ projects up through the year 1969 this way: ■

The classroom teacher is the single most important factor in 
whether and how well a child learns to read.

Most of the present methods and materials for teaching reading 
work for some children, but no one method works for all children.

Teaching should be carried on by enthusiastic teachers who 
are trained in identifying.reading skills and in matching problems 
with appropriate corrective techniques and materials (1970:2).

«
Durkin feels that no matter how much cafe goes into the construe 

tion of reading materials, nothing can take the place of a teacher who. 

is both able and eager to succeed (1969:8).

After her exhaustive review of studies and numerous visits to 

classrooms, both in this country and Europe, Chall concluded:



33

It was what the teacher did with the method, the materials, 
and the children themselves. that seemed to make the difference.
More specifically, I would say that interest is highly related to' 
pacing— how instruction is geared to that tenuous balance between 
ease and difficulty for the child. .In classes where pupils seemed 
to enjoy the reading period, the children knew what was expected 
of them, and the pace was neither too slow nor too fast. Instead, 
where classwork belabored the obvious or when only one or two 
pupils were working while others watched, interest seemed to wane 
(1967:270). v

Karlin suggests that the teacher who is not prepared to 

effectively teach, reading is the root of many of the reading failures 

apparent in our schools:

Investigators have identified physical and perceptual, intellec
tual, emotional, language, and experiential factors as possible 
contributors to reading failures. But all these suggest weaknesses 
within children and tend to shift some responsibility, away from the 
schools. There is an accumulating body of evidence which shows 
that the schools have not been doing as well as they might in 
teaching reading. Limited and fragmented instructional programs, 
unavailability and improper use of materials, and inadequately 
prepared teachers are some of the elements that have emerged from 
extensive surveys and specific studies (1971:1-2).

THE TEACHER OF READING

Authorities generally agree that the most important factor in 

a reading program is the classroom teacher. Yet, investigation has 

shown that the typical classroom teacher has little idea of how to teach 

reading effectively. Pine and Neill contend:

It is a good idea to make periodic checks of.teachers' per
formances. While in past years educators generally assumed that 
poor reading always stemmed from the pupil's deficiencies, 
administrators now realize that, at least, part of the problem 
coiild be the teacher herself (1970:24).
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Reasons for the Lack of 
Teacher Ability

Surveys such as the one conducted by Mary C. Austin and her 

associates (1961:61) pointed up that weaknesses in children'account for 

only one of the reasons for reading failures. College.reading instruc

tors recognized four factors which cause failures: (I) poor classroom

teaching; (2) lack of leadership at the administrative and supervisory ', 

levels; (3) poor organization and use of materials within the schools;

' and (4) difficulties particular to the children themselves. Many of 

Austin's respondents felt that teachers cause most of the reading 

difficulties because they were not able to cope with the variety of 

abilities which are to be found in most elementary classrooms.

Austin's comprehensive survey pointed up several reasons for 

the lack of teacher ability. First of all, Austin found that only 

one-fourth of the colleges and universities primarily engaged in teacher 

education requires any type of formal application to the department of . . 

education. Forty per cent of the faculty members of seventy-four 

representative teacher training schools across the country felt that 

the calibre of students preparing to teach in elementary school was 

generally poor and ranked below that of students preparing to teach at 

the secondary level. Austin points out that other studies confirm this 

finding and that, generally, college students who "major" in education 

rank lower in academic ability than those students who "major" in other 

departments (I961:xii). Although this finding may not hold true in
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all instances,■the. fact that it is a common belief among some,educators 

and some members of other colleges tends to persist.

Why do the more capable students shy away from choosing elemen

tary education as a profession? Austin found two outstanding factors: 

lack of prestige and low salaries. Being an elementary teacher ranks

one low on the professional prestige scale, certainly below secondary
• . . .

level teachers (1961:20). There is little hope of attracting highly

qualified persons to the elementary education profession while salaries 

of teachers rank, below other professional salaries. Austin sees the 

"in again, out again, gone again" movement of women who comprise the 

majority of elementary teachers as one of the major reasons for the 

salary lag. She says:

In some sections of the South, where the teaching profession 
competes with industry in salary and prestige^ more men are 
attracted to the profession than in any other geographical area 
in this country. According to southern respondents, it is also 
in this area that more women look to teaching as a career and 
remain in it as'long as their services are desired (1961: 21-22).

Since.the time of Austin's study, there has been a movement of 

more men into the elementary education field in most parts of the 

country. Also, with the event of one salary scale for both elementary 

and secondary teachers, the lag of elementary teachers' salaries behind 

those of secondary teachers has about disappeared. The major excep

tions would occur in rural areas where elementary teachers are still 

poorly paid. However, in comparison with other professions, teachers' 

salaries are still low. The more militant stance of teachers and their
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aggressive push for better salaries and working conditions portend an 

end to this situation.
A

Pre-service Training of 
Teachers

The second reason for the lack of teacher ability to effectively 

teach reading is the poor undergraduate preparation in the teaching of 

reading. Austin found that undergraduates usually got more training in 

art, music, and physical education than they did in reading. In those 

three curriculums,areas, many school systems retain specialists to do 

the teaching. In many cases, the teaching of reading was included in a 

semester or quarter length course that also dealt with the other 

language arts areas; This fact led Austin to recommend a minimum 

reading instruction class time equivalent to three hours of semester 

credit. Austin also deplores the fact that because of the time limita

tions most reading instruction courses do not offer prospective teachers 

training in.content and instructional practices past the primary level 

(1961:144-145). Austin (1961:44-45)'recommended that the intermediate 

and upper grade reading skills not be overlooked. .

Diagnosis and treatment of reading disabilities is most 

prominent as an item of unfinished business in most college training. 

Provisions for individual differences is another aspect of reading 

instruction Austin contends must be strengthened (1961:44-45).

Austin also deplored the dichotomy which exists between the
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theory, of reading which is taught at the college level.and the prac

tices which actually exist in the classrooms where students do their 

practice teaching. The cooperating teacher is viewed as an extremely 

vital factor in shaping the students' approach to reading instruction. 

Yet, the selection of a cooperating teacher is at best loosely 

controlled by public school administration and usually not at.all by 

college officials. Austin found that:

The effectiveness of the course in reading appears, then, to 
be contingent on the quality of the student teaching experience.
If there was a close and harmonious relationship between the 
college instructor and the cooperating teacher, the student was 
probably being well-prepared. If the reverse was true, the 
student would begin her professional career poorly equipped (1961: 
57-58).

Austin (1961:152) recommended that colleges establish specific 

programs for training cooperating teachers. These teachers should have 

proven their ability as elementary 

and skilled in training prospective

these cooperating teachers could be certified as associates of the 

college and receive appropriate financial remuneration for their 

services.

Ischool teachers and who are interested 

/teachers. Austin believes that

Austin (1961:155) also suggested that a closer check be made 

by college supervisors to assure that student teachers were competently 

practicing the methods in their classrooms that had been introduced 

during the methods course. Austin felt that each instructor in the 

language arts courses have few enough students to allow time in which
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to observe and confer with her students during their student teaching 

experience. Only in this way could the instructor ascertain the need 

for reteaching and strengthening skills, and perhaps a return to college, 

for additional work and then an extended apprenticeship until a pre

determined degree of .competency is attained.

Conflicts Between Colleges and
Local School Systems . ■

Austin's survey (1961:64-65)' found that conflicts between, 

colleges and local school systems are common over the country and are 

a contributing factor in teachers' failure to do a better job of 

teaching reading. • Ninety per cent of the respondents to Austin's 

questionnaire.cited this "town-gown" conflict. College personnel felt 

that they must- wait to be asked for advice and specific help and such 

a summons for.help was seldom extended. When local school leadership 

was surveyed, a common charge was that a "house cleaning" was needed 

at the college level before much could be done about conditions in the 

public schools. Austin recommended that colleges appoint a liaison 

person to "work directly with the local school system to achieve closer 

cooperation between the schools and the college and to assist the public 

schools in up-grading reading and other academic instruction (1961:153)."
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Laa Between Research Findings 
and Classyopm Practices

v ■ ; S v c r  ' • ■

Another reason Austin found for the lack of teacher ability to

teach reading stems from the fact that teachers do not keep up with 

research studies. Austin states

In the opinion of eighty-four per cent of the respondents much 
of the reading instruction in the local schools is neither conso
nant with theoretical. concepts advanced in the college classroom, 
nor in accord with what research findings indicate as most 
effective in teaching children to read. Some estimates range 
from 20 to 50 years on the lag between research and current prac
tices. . However, most respondents feel that the lag varied from 
classroom to classroom (1961:95). ■

: Austin found that few teachers across the country had the 

necessary background in research design and interpretation of research 

findings. Many teachers were not acquainted with professional journals. 

Austin recommended that teachers be given training in the techniques, 

interpretation, and evaluation of current and past research so that 

they would feel competent to apply those techniques having the most : 

relevance to their particular classroom situations. She also suggested 

that all prospective teachers be introduced to professional journals 

(1961:150).

Types of Teachers

Jacobs is one of the more recent critics of classroom teaching 

practices and sees the problem from another viewpoint. He contends 

that our biggest problem is that we have three kinds of "teachers" in 

our classrooms. He says, "They all pass under the name of teacher,
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but they aren't' all. teachers from my viewpoint, (1971:6) i," -The first 

kind of person who is called "teacher" is the school keeper whose main :: 

job is to form things in an orderly way. They have the neatest bulletin 

boards usually covered with childrens' colorings of teacher duplicated : 

coloring pictures-. Everything must be straight and ordered* even to 

the rows in which children march.

The second kind of person who is called "teacher" is the 

person who loves his course content.. He adds method to content, not 

because method is important, but because method helps him get children 

to love his content like he does. He also uses sneaky devices to get 

children to.like the subject matter. Jacobs feels that these first ■ 

two kinds of teachers must be removed: from our elementary school.

The third type of person, whom Jacobs calls the real teacher, 

is the one whose main job is to influence what takes place within the - 

child. Real teachers respect the basic right of the. individual child 

to be who he is. Jacobs continues:

There is nothing in our contracts that says that the children 
should come to school the way we want them. That's not part of the 
educational enterprise. To get them the way we want them. All 
clean. All starchy. Or, however we want them.. That's not in the 
contract. The contract says that in our great experiment in 
education that, we take all of the.children of all of the people 
the way they are. . And a real teacher Starts right there. The 
way they are (1971:7-8)..

The idea that there is a necessary orientation or attitude for

a successful teacher is supported by the research of Olmsted, Blacking-

ton, and Houston (1974). In a three-year longitudinal study of sixty
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■elementary teacherss.they found that students coming into elementary 

education had one of seven belief domains which was apparent in certain 

behaviors: the ways in which the person (I) defined her purpose as a

teacher; (2) viewed children and adults with whom she interacted; and 

(3) saw her commitment to the teaching profession. Using standardized ■ 

tests and in-depth interviews with the beginning teacher, with the 

supervisory teacher, and with the university faculty intern consultants, 

data on each of the subjects in the study was carefully collected 

before the first professional education course and at five critical 

points during the next three years. From this data, the seven empiri

cally derived belief domains were labeled as the (I) Child Focuser,

(2) the Pragmatist, (3) the. Task Focuser, (4) the Contented Conformist, 

(5) the Timeserver, (6) the Ambivalent, and (7) the Alienated, All of 

the si^ty subjects in the study had the same professional education ■ 

courses and two years of internship teaching experience with the 

support of university intern consultants, as well as supervisory class

room teachers. At the end of the study, the researchers concluded that 

their data strongly suggested that the belief domain stances of most of 

the subjects, could have been predicted on the basis of the entry 

information gained before the first professional courses. In other 

words, the year of professional courses and the close supervision and 

help given during the two years of internship had little effect on 

cha'nging anyone's beliefs about teaching or children. Olmsted,
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Blackington, and Houston' concluded: ;

The impact of the teacher education program had less effect in 
changing the way in which our teachers'defined their purposes as 1 
teachers, or their view of children and adults, or.the commitment 
to teaching, than it did in providing them, with the technical 
knowledge and pedagogical skills required to shape their work in 
ways congenial to their own belief patterns (1974:333).

■! . ■
The Child Focuser sees children as unfinished personalities 

whose special needs a teacher must understand and serve. Although.all 

elementary teachers and administrators give verbal allegiance to the 

belief that schools exist for individual children, the Child Fpcuser 

acts out the belief in her daily contacts With children. In-attention, ; 

hostility, overt aggression, and similar behaviors are signals of 

"youngster in distress" rather than "I am being challenged." The Child 

Focuser believes that a child's work is play, therefore, play and work 

are interchangeable (1974:331).

The Pragmatist is seen as a negotiator "seeking to reconcile the 

needs of the child and the school and, in the process, win some measure 

of autonomy for herself (1974:331)." The Pragmatist is loyal and 

attends meetings with less' grumbling than the Child Focuser. Play is 

used as a reward for work well done.

The Task Focuser sees as her main business the guidance of 

pupils in mastery of their assignments. Their discussions of teaching• 

center on how to motivate, how to develop concepts, how to integrate 

subjects.. She is really a perfectionist who feels the pressure of time 

(1974:331). .
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... For the Contented Conformist, teaching is a job rather than a
' ■ ' ' ' .: I ̂  : ' • •

profession. A secure income, some status, enjoyable colleague relation

ships, and working conditions compatible with family responsibilities 

are secondary.to the first three types but not to the Contented 

Conformist. The central attraction in teaching for her is the achieve

ment of personal goals.(1974:332).

Timeservers also see teaching as a job rather than a profession. 

They are easily threatened by adults and children. They tend to keep 

children at a distance and are strict disciplinarians. They are 

complainers, apathetic, and make few changes in their teaching. In' 

short, they have few positive feelings about teaching.

The Ambivalents are full of inconsistencies and are in 

transition. The researchers characterized Ambivalerits as persons who. 

cannot let go of idealism (what they believe about children and teach

ing) and accept the reality of what they find in the classroom. They 

stay in teaching thinking that another year of experience or a move to 

a different building will erase the problems they are having. Some 

are trapped because of financial needs or the lack of alternate route 

of employment.

The Alienateds are highly egocentric individuals who are easily 

threatened. The researchers characterized these individuals as staying 

in teaching although they do not like the children they are teachingj , 

the other faculty members, the community in.which they teach, or the
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curriculum (1974:332). Olmsted, Blackington, and Houston.say:

Uncommitted and disenchanted individuals are found in every 
occupation but in elementary education they may persist with a 
minimum of effort. So long as a few requirements are met—  
usually social compatibility,, the maintenance of an orderly 

■ classroom, and limited complaints from parent's— it is possible 
for an uncommitted teacher to survive (1974:331).

The researchers believe that their data supports their sugges

tion that colleges of education accept only those candidates already 

showing an inclination to move toward the categories of Child Focuser, 

Pragmatist, Task Focuser, and perhaps Contented Conformist. A blend 

of the first three types of personalities would tend to build the kind 

of faculty that would excel in the type of commitment which makes teach

ers willing to struggle with the ambiguities and choices which face 

elementary school teachers.

Competency Based Teacher
Education '.

'

Some educators of teachers feel that the way to ensure competent 

teachers is to institute what is commonly called Competency Based 

Teacher Education (CBTE) in our teacher training institutions. Compe

tency Based Teacher Education has come to mean many different things to 

different people. The ultimate object of Competency Based Teacher 

Education is quality education for the schools. This goal is sometimes 

overlooked in the disputes that are rising around the idea of teacher 

competency.

Rosner and Kay see the movement toward Competency Based Teacher
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for accountability, relevance of education, and cost-effective schooling. 

A technological readiness in educational evaluation developed during 

the 1^60's. Education appears to be moving from a psuedo-science to a

true science (1974:290).

A National Commission on Performance Based Teacher Education 

was established through Rockefeller Brother Fund grants.to the. Educa

tional Testing Service in the early 1970rs. The purpose of this . 

commission will be to create a storehouse of information on teaching 

competence, its measurement, and systems of training for teaching 

competence. Research and Development sites will be selected from those 

presently involved in Competency Based Teacher Education and from a 

number of other individuals invited to participate in Research and 

Development programs (McDonald, 1974:296-298).

Texas has been one of the states to initiate a Competency Based 

Teacher Education and Certification program. The program was adopted 

in 1972, not without controversy. The Attorney General of Texas has 

hot rendered an opinion on the legality of requiring all colleges which 

play a part in the education of a teacher to conform to state imposed . 

C/PBTE. The Arts and Sciences Colleges are the most vocal opponents. 

They feel that Competency Based Teacher Education violates the principle 

of academic freedom (Houston, 1974:299).

Proponents of the program feel thatswhatever the outcome of the



46

controversy, teacher education in Texas has been improved. They feel 

that the push, is stronger today than ever to professionalize teaching. 

They see CBTE as the most■promising vehicle for this purpose;

All professions are characterized by one essential condition: 
Practitioners of a profession are "iterative" decision makers. To 
make and implement professional decisions requires highly trained 
and educated persons. They must possess not only knowledge and 
understanding but also the performance skills necessary to implement 
the decisions. Teaching is one of the most complex and difficult 

' of the professions. Its preparation programs have never before 
been based.on this reality; they have never been more than margi
nally adequate. The difficulties which schools are having in these 
demanding times attest to the need for much more competence in 
teacher preparation, both preservice and continuing. If the schools 
are to deliver on their promise to society, it will have to be 
through qualified teachers and vastly improved instructional 
systems. Where else to start but with improved professional 
preparation (Houston, 1974:301-302)?

Weber State College, Ogden, Utah, has had a Competency Based 

Teacher Education program for three years. Evaluation has shown, 

generally., positive results. Complaints deal with such things as 

difficulty of access to faculty members and content of some Wilkits 

(Weber Individualized Learning Kits), not with the. concept of competency 

based eduation. The evaluator felt that the most powerful characteris

tic was providing for students' individual needs on an individual basis. 

The faculty believes that any weaknesses in the program can be corrected

and that significant progress has been made in implementing performance
.

based teacher education. Standards are higher than before. Adminis

trators and supervisors in cooperating public schools felt that student 

teachers were better prepared (Parker, 1974:320-324).
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The concept behind Competency Based Teacher Education might 

alleviate some of the problems Austin found in teacher preparation in 

the teaching of reading.

In-service'Training

A good in-service training program is recommended as the most 

feasible way to train teachers already in the classrooms. It is 

considered to be the most economical way to improve reading instruction, 

as well as the most efficient means of meeting the exact objectives 

which the school system is trying to meet. The scope and length of the ' 

in-service training can also be determined on an individual basis; 

However, there seems to be a common need for certain sessions.

Authorities generally suggest that it (in-service training) 
include sessions on diagnosis and testing, use of equipment and 
materials, instructional techniques, how much to expect from . 
youngsters, and evaluating and reporting progress (Neill and Pine, 
1970:28).

Walter J. McHugh (1970), speaking at an institute on Current 

Administrative Problems in Reading, outlined an in-service training 

program which has proved successful in the San Francisco Bay areas of 

■ California. McHugh feels that traditional attempts' at upgrading reading 

programs have only minimal effects. These traditional approaches 

include random Course taking by teachers or district-run in-service 

workshops and. institutes. McHugh finds that teachers take courses, 

learn new techniques, and then are either afraid to try them or are not 

allowed to. McHugh believes that an effective upgrading of reading
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instruction can be had only when someone assumes the role of, instruc

tional leader, change agent, and evaluator. He says: '

This challenge falls squarely on the school principal. No 
.other person can assume this role. . This thesis is based on the 
premise that if improved school practice in reading is to be 
achieved, the principal, far more than any other person, is the 
chief agent and the only person close enough to actual classroom 
situations to bring about needed change. Therefore, it follows 
that the principal as well as the teacher needs additional skill 
in directing efforts to improve reading instruction (1970:4-5).

Cooperative efforts between college and school district 

personnel to improve in-service education in reading has led to some 

promising approaches. The prime objective of these in-service programs 

is to involve both teacher and principal. Dual or team enrollment is 

encouraged. McHugh feels that much greater understanding and transfer 

to classroom use takes place when both teacher and principal have a ... 

common knowledge of the newer practices in teaching reading. . The 

principal serves as a catalyst for change. The teacher has encourage

ment and support for her efforts," says McHugh (1970:6), This dual 

enrollment design is available in two different types of programs: 

college courses or district in-service institutes. Besides new knowledge 

gained in teaching reading, the team takes back to their school plans 

and materials prepared during the programs. If supervisors, principals, . 

and teachers of one school are involved, improved reading curriculum, 

may also be'included.

v McHugh (1970:6-7) feels that it is necessary to involved the . 

principal in training programs which will help him assume the
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instructional- leadership of the 

is especially necessary in some schools where the rapid teacher, turnover 

means an almost entirely new school faculty every three or four years.

reading program in his school. . This

How Teachers Can Improve 
Reading Instruction

If in-service training programs or access to college courses is 

limited, there are several things teachers can become aware of which 

will improve their teaching of reading. Authorities say teachers make 

two major mistakes in trying to teach reading. The first is tied to 

their lack of ability to attack the problems children have in a 

methodical manner. Failure to effectively diagnose what the exact 

problem is and then be able to do something about it seems to be a 

common weakness in classroom teachers. Rather than tailoring exercises 

to fit the individual needs of the reader, too many teachers simply ask 

the pupil to do some practice activity that may or may not he pertinent 

to the problem. Too often the material repeats skills that the child 

has already mastered and does not give practice with skills that are 

deficient. Another part of this mistake is tied to the fact that 

teachers assign materials but then fail to check to see what progress 

the pupil has made.

The second mistake teachers make is to refuse to recognize their

own limitations in both time and expertise. They attempt to handle

problems which are beyond the training they have. Related to this
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problem is tbe fact that in too many school systems there are few 

persons who can really help the teacher with the problem.

Authorities agree that one of the most important things a 

teacher can do is to keep a process of constant evaluation going. This 

evaluation should include two facets: the performance of the pupils

and her own teaching techniques. Continuing evaluation is the only way 

to make sure that teaching techniques are meeting the needs of individual 

pupils. Evaluation techniques should include informal teacher tests, 

daily checklists, and any standardized testing available (Pine and'

Neill, 1970:18-19). McCrummen concurs with this opinion when he says:

In order to teach reading efficiently, the teacher must utilize 
fast, easily administered, informal tests and techniques to 
supplement his observation of the child's performance (1973:
35-36).

Evaluation should be carried out not only with word attack 

skills but also in the area of comprehension skills. This area is often 

difficult for teachers to evaluate. Questions should be of the type 

that require the grasp of the main idea, of inferences, and of word 

meaning. If the child misses a significant number of one type of 

question, work in that area (MeCrummen-, 1973:45).

Traditional techniques of teaching reading, for which there is 

no apparent scientific reason should be closely examined and discarded 

if necessary. Durkin identifies one of these practices as having one 

child read aloud.while other children follow the same material in their 

own copies of what is being read. She points out the differences in eye
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movements and speeds■in silent and oral reading may actually be working 

against developing capable readers. She concludes, after careful study 

of related research, that:

Whether silent reading should be going on even when the oral 
reading is excellent seems questionable to me because the eye 
movements of the best of oral reading still would not be desirable 
for a silent reader. I suggest, as a logical possibility, that 
the eventual effect of the continuous use of the oral and silent 
combination is a silent reading marked by great inefficiency in 
eye movements (19-70:179-180).

Planning and organization is an especially important task for the 

reading teacher. Because reading instruction must be geared to individ

ual needs to be effective, a teacher should be flexible in organizing 

instruction. Children progress at different rates arid inflexible 

organization soon penalizes some children in a classroom. Organizational 

plans may range from small group instruction in a more homogeneous group 

to a one-to-one relationship in some instances. Because of the time 

factor involved in trying to meet the needs of children in a one-to-one 

relationship,Durkin's (1972:150) definition of individualized instruc

tion as "any .instruction that is a match for what is needed" identifies 

the type of individualized instruction that is found in most classrooms. 

If five children need the same type of skills instruction, it would 

appear to be a waste of valuable teacher time to teach each of the five 

in a one-to-one relationship.

The skill of organizing instruction to meet the individual needs, 

of children is one of the most important ones that a teacher must possess
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to successfully teach reading. Providing sufficient teacher time for 

each child as needed is vital to quality education. Organization 

involves the use of materials and time— both teacher and pupil time. 

Meaningless activities set for pupils is a waste of pupil time (Pine and 

Neill, 1970:13-15).

Durkin^ after years of observing teachers in their classrooms, 

found that successful teachers worked hard. "What she did and was able 

to accomplish resulted from much work and careful planning— -which under

scores the fact that successful instruction is not an accident (1972: 

.140)."

Durkin characterized the successful teacher as one who: (I)

takes into account the characteristics of young children; (2) is sensi

tive to individual needs and problems; (3) uses common sense; (4) has 

diagnostic ability which helps her carry on individualized instruction;. 

(5) has the ability to select appropriate instructional goals; (6) is 

flexible; (7) senses when children have had enough of a certain activity; 

and (8) is knowledgeable about children. Durkin contradicts the belief 

that many have that one does not have to know much to teach young 

children., She feels that an essential requirement of a teacher of young 

children is that she understand and enjoy the behaviors and psychological 

characteristics of young children (1972:140-158) . . .
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Identifying Effective Teaching 
Behaviors

Precisely identifying teacher attitudes and skills necessary 

for the successful teaching of reading has been a major part of the work 

done by the staff of the Exemplary Center for Reading instruction in 

Salt Lake City. ' Dr. Reid says she was blaming reading failure on 

children's ethereal physical needs, when the truth was that they just 

had not been taught. "It was the teacher and what she did that made the 

difference. It was even more precise than that— it was the particular 

teacher and. what she did with a particular child," says Dr. Reid 

(Chaffin, 1970:12).

In the search for what the teacher did with, the child that made 

the difference between that child's learning to read or not learning to . 

read, the staff of the Exemplary Center for Reading Instruction has 

gradually moved from an ecclectic approach which,involved using a battery 

of tests to identify deficiencies in the child to the position of 

accepting the fact that the teacher must be accountable for finding a 

way to teach the child regardless of what his problems were. "If a 

child is headed for failure, the teacher must find out why and do some

thing about, it," contends Dr. Reid (May, 1971). The learning model 

developed by John B. Carroll (1963:723-733) has been adapted by the 

Center. Carroll developed a schematic design of factors which affect 

success in school learning and of the way they interact. Graphically, 

Carroll's model may be represented thus:
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Mastery of Learning = —
' ' ' . ■ ■ ■■ ■■ . ■■■ ■ p : ■ :

C = Characteristics the child brings to the learning situation; i.e.

rate of learning $ motivation to learn (perseverance) , and an ability to 

understand instruction.

P = What the teacher provides for the learner; i.e., quality of 

instruction and time.

Since the beginning of their research in 1966, the Exemplary 

Center for Reading Instruction staff has been identifying those teacher 

behaviors which mean quality of instruction in reading. Accountability ; 

is an important concept inherent in quality of instruction. Every child 

is accepted as he is. Instead of assuming that a child cannot learn 

because he is "immature," has a "short attention span," or comes from a; 

"disadvantaged" background, the teacher provides the added teacher time 

and quality of instruction that insures the child’s learning in spite of 

any disabilities he may possess. She holds herself accountable for his 

learning to read and the establishment of good study habits. Because 

she and her principal value the end product rather than the rate of 

learning, she can always maintain the positive atmosphere that means the 

child perceives himself as a success rather than a failure. ■ The teacher 

behaviors which are deemed critical to a. high quality of. instruction 

identified by the Exemplary Center for Reading Instruction include:

(I) identifying for the learner what it is he is to learn and 

how he is to learn it, He must know exactly what he is to learn, what



he is to know, and what he is to do. He must be put into, adequate 

sensory contact with the materials to be learned. A multisensory 

approach may be needed. The addition of a writing component strengthens 

the learning of new letters, sounds, and words. For the faster learner, • 

the mere identification of what is to be learned will teach him. For 

slower learners  ̂many experiences with the new word,, letter, etc., may 

be needed.

(2) presenting information and teaching skills efficiently, 

rapidly, and sequentially. Various aspects of the learning task must

be presented in such a way that,every step of the task is adequately
; -

prepared for by a previous step.. Instruction must be adapted to the

special needs and characteristics of the learner. Evaluation is a 

continuing process. Records of word analysis errors, comprehension 

checks, reading rate, and other pertinent information are kept on a 

daily basis. Lessons are planned to meet individual needs. Instant 

error diagnosis and correction is practiced with teaching prescribed to ■ 

the type of error the child made. Mastery levels are raised to 90 per 

cent or 100 per cent, rather than the 75 per cent required by most basal , 

reading methods. Word analysis skills a.re to be mastered by all pupils. .

(3) eliciting responses from low to non-responding pupils. 

William Glasser states, "We talk a lot about motivation but the basis of 

motivation is involvement (1969:15)." In the Exemplary Center for 

Reading Instruction research, it was found.that, children who had the
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necessary, visual, auditory, and blending skills were not learning to 

read. When researchers were sent into the classrooms to see why this 

was happening, they found that the non—readers were, non-responders 

(Reid, 1971:9). Further research showed that those children who did 

respond would learn to read. Techniques for shaping and building 

responses are important in quality instruction. Every child is expected 

to respond to the teacher's questions. The teacher keeps a careful 

check on each pupil and if one does not respond, the teacher calls for 

his response on an individual basis. Ho child is allowed to sit day 

after day without responding in some manner. Not only are oral responses 

sought but opportunities for written or other types of responses are 

provided; e.g., holding up the appropriate flashcard. Always the motive 

is to keep the level of pupil involvement high. Exciting activities arid., 

games are planned by the teacher and. varied frequently so that a skill 

may be learned through a variety of approaches.

' (4) motivating pupils to remairi at a task until it is mastered. 

Positive reinforcement and skillful pupil management practices when
I

successfully utilized by the classroom teacher can encourage each pupil 

to develop to his greatest potential. When instruction is individually 

based on each child's learning rate with the end product of task mastery 

valued rather than the learning rate, then a success orientation can be 

built for every child. Carroll contends that a learner will succeed in . 

learning a task to the extent that he spends the amount of time that he
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needs to learn the task. In Carroll's model of learning "spending time"y 

means the actual time a child spends, not elasped time. For example, if 

a child needs thirty minutes of time to learn a task and he spends only 

fifteen minutes, he has spent only one-half of the necessary time and, 

therefore, has not' thoroughly mastered the task. Being able to make 

instruction and learning of a task so interesting, so much fun, and so 

challenging that a child is motivated to remain at it until it is 

mastered is the teacher's responsibility. When a child's attention 

wanders, the teacher should look to her techniques and methods rather 

than blame the child for a short attention span. The researchers of the 

Exemplary Center for Reading Instruction have found more behavior problems 

than learning problems. When the teacher was able to find ways to 

manage the behavior and attentional problems, the learning problems 

tended to disappear (Reid, 1971).

(5) rewarding pupils for mastery. In the Exemplary Center for 

Reading Instruction research, it was found that those teachers who were 

producing the greatest gains with the low ability pupils were promising 

specific consequences contingent on the pupil's behavior and actually 

carrying out the contingencies promised (Reid, 1971:7). Rewards might ■ 

range from tangible edibles, to special privileges, to praise for work 

well done. Spending extra time doing the type of school work he likes 

best is often rewarding to a child. The teacher should learn to use a 

reward system which increases the pupil's self-direction, responsibility.
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and positive self-concept. The teacher should avoid using rewards which 

might be potentially damaging; e.g., praise such as "You are a good boy" 

might imply to a child that the teacher can also call him a "bad boy" 

and, therefore,, appears threatening to the child and actually non

rewarding (Ginott, 1972:126).

(6) reducing the amount of time the slower students require to 

learn a task. . If the child's learning rate requires that he have 417 

practices with a word and he receives only one practice per day, he will 

not learn the word for three years. Dr. Reid (1971:17) says that often 

a child does not have even the once a day practice with the word so it 

could take several years more. However, if the teacher keeps him on 

task and uses multiple response techniques, time can he reduced and the 

word learned in a much shorter time. Perhaps this is the reason Behind 

the common complaint that one hears from teachers about children who 

"know" a word one day but do not "know" it the next day. Perhaps they 

have had an insufficient amount of time with that word.

Besides those references to time made in the above teacher 

behaviors required for quality instruction, the following observations 

about time as perceived in the model of learning are significant in ■ 

identifying those provisions which are important for successful learning. 

Carroll states:

It may come as a surprise to some to be told that the schools
may allow less than adequate time for learning any task, but second
thought will make one realize that this is very often the case.
It is partly a consequence of the very large amount of material



that the schools are expected to teach; the available time must 
somehow be distributed among many things. And it is partly a 
consequence of the very great variation that exists in the amounts 
of time that children need for learning, even under a good quality 
of instruction, and particularly when the instructional quality is 
such that many children of lower ability to understand instruction 
require much more time than they might otherwise need (1963:728).

In the research done by the Exemplary Center for Reading Instruc

tion, it was found that the time a teacher spent in direct instruction 

of the low-readiness and/or low-ability pupil was a critical factor in 

reading achievement gains. The pupil with the high-readiness and/or 

high I.Q. attained greater gains in reading achievement regardless of 

the reading program. Efforts to identify a model for teaching reading 

to the low-readiness and/or low-ability pupil has been an important part:' 

of the research and work of the Exemplary Center. Because of the 

importance of the amount of teacher directed instructional time for the/,, 

achievement of low-readiness and/or low-ability pupils, the staff 

recommends that a teacher spend the larger portion of her reading 

instruction time with these pupils who need her most rather than the 

traditional recommendation that implies equal time with all groups. . 

Also, the staff members recommend that these low-readiness and/or low- 

ability pupils spend five and a half hours a day in reading and related 

language arts areas, such as writing and spelling. There is, however, a 

word of caution about time. Dr. Reid says:

Time alone, however, may be even counterproductive for some 
pupils under some teaching methods as evidenced by the poorer 
performance of pupils undergoing longer instruction periods with 
basal reader programs (1971:16). .
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Because teacher-directed Instruction time was a critical factor 

in reading success, the Exemplary Center for Reading Instruction 

experimented with providing reading instruction earlier to students ̂

Aware of Dr. Benjamin Bloom’s findings (1964:105-110) that as much 

growth in I.Q. occurs from birth to age three as does from age four to 

eighteen, experiments with three, four, five, and six-year-olds were 

conducted by the Center staff. At the end of three years of research, 

the Center staff researchers found that the early introduction to an 

academically oriented school program did hot damage the personal or 

social adjustment of the children. In fact, because of higher scores 

and some significance in favor of the experimental groups on standard

ized personality and self-concept tests, there might be some positive 

advantages for personality adjustment for children participating in the : 

program. Academically, Dr. Reid says:

The experimental groups have demonstrated significantly greater 
achievement than have the control groups. The experimental children 
■ who began the program at ages three and four are significantly 
higher in academic achievement than those who began the program as 
five- or six-year-olds. Children who began the program at five years 
of age (the traditional kindergarten age) achieved significantly 
higher in reading, spelling, and arithmetic achievement by the end 
of the first grade than did children enrolled in the traditional 
kindergarten and first grade.programs. Also, this achievement . 
was attained without observable damage to children’s personalities 
(1971:12).

Differences were also observed in the six-year-olds who began . 

the experimental program as compared to control classes. One of the 

most significant was that the experimental program produced statistically
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superior scores for boys as measured by the Wide Range Achievement Tests 

for reading and spelling. Nationally, the average achievement for boys 

is lower than that of girls (Reid, 1971:12). The importance of the 

early establishment of reading skills in boys and girls of the primary 

school age is emphasized by Weaver and Kingston, who state:

Although some reading specialists believe reading skills require 
a lifetime to develop, most persons regard the primary grades as 
the essential or critical years for "learning to read." Certainly, 
the fourth-grade child who has not mastered fundamental reading 
skills is doomed to a school life of considerable difficulty (1972: 
621).

The staff of the Exemplary Center for Reading Instruction is in ; 

the process of developing a training kit which a principal can use to 

train teachers.. The concept proposed by McHugh, of having principal and 

teachers actively engaged together in improving, the reading instruction 

in a school is the basis of this dual effort. The development of this 

kit is being funded by a direct grant of federal funds. The kit included 

programmed tests, audio tapes, film slides, evaluation procedures, and 

a prompting system of directions. The kit is designed to teach specific . 

teacher behaviors needed to insure that specific pupil behaviors are 

elicited during reading instruction (Reid, 1971:17-18).

Durkin emphasizes the importance of the well-trained teacher 

when she says:

Because of the key importance of the teacher, ■ anything that 
makes him more knowledgeable and enthusiastic will have a positive 
effect on the.outcomes of his instruction. No method, no matter 
how scientifically worked out, and no materials, no matter how
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carefully assembled and handsomely packaged, can take the place 
of a teacher who is both able and eager to succeed. In his hands, 
the most mundane of materials become interesting. As he uses and 
adapts them, the most ordinary of teaching methods is productive ' 
(1970:8).

THE CHILD WHO IS LEARNING TO READ

According to John B. Carroll's model of learning adapted by 

the Exemplary Center for Reading Instruction, the child brings to the 

learning task three characteristics: (I) a rate of learning, (2) moti

vation to learn, and (3) an ability to understand instruction. There 

are many factors which affect these three characteristics. Some of 

these are easily identifiable; others are more difficult to ascertain. 

Newsom, Eischeris, and Looft (1972:388) contend that investigators in
.■ . ■■psychological research ignore individual differences in their quest for 

general laws of learning. They feel that this pursuit has led to a 

dearth of understanding of the individual learner. Ausubel and Robinsori 

(1969:250) feel that the full consequences of our past disregard of 

.individual differences may never be fully assessed. Sabatino states 

that the most obvious result of this lack of concern for individual 

differences shows up in our classrooms where:

Teachers teach subject materials, pages, letters, numbers, and 
words--but not children! They do not present particular informa
tion in a specific manner to a recognized set of. behaviors. They 
have taught from curriculum guides and lessori plans, with no real 
thought to determining how children Iearn, or what changes in 
their teaching approaches will affect children's learning (1973:
19). '
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Sabatino feels that the solution to this problem will come when teacherh 

are knowledgeable enough and are permitted to teach by a diagnostic- 

prescriptive plan which will bring to bear pertinent aspects of every . 

known instructional strategy on the characteristics of the learner.

The development and testing of a reading program by the
. ■ -

Exemplary Center for Reading Instruction provided data on the vast 

individual differences in learning rates of'children. The range of 

attempts or tries a learner needed for learning a new word, letter, 

or sound ran from I up to 417. Dr. Reid contends that this information .
• v

changed the staff's thinking about the learning potential of children.
. . .  ■ ' i • • ■Instead of placing value on the rate of learning, the final mastery of .

the task was valued. Reid says:

It was this data that convinced us, that all of our pupils 
can master what we have, to teach them, and it is the task of 
instruction to find the means'which will enable them to do so 
(1971:15).

The Readiness Factor

One of the factors which has been identified as influencing 

the characteristics which a child brings to the learning situation is ■ 

his readiness for learning. Weininger points out. the fact that, 

historically and theoretically, there have been two basic orientations 

regarding readiness.. The first is associated with such men.as Gesell 

and Hall who expanded their early work with children's physical and 

motor development to the question of intellectual development. This
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view is often called a "growth-readiness" view of mental development. 

Several positions common to most child development experts who hold 

this view are.:, (I). that certain organized patterns of growth of neural

structure must occur before certain experimental factors can effectively 

contribute to development. The rate of intellectual development is 

seen as due primarily to internal psychological mechanisms and their 

orderly sequential growth, rather than to inputs from the environment;

(2) that internal folding rather than external stimulation results in . 

the desired state of readiness; (3) readiness is thought to be solely

the product of maturation and maturation is fixed by an endogeheous
■■ .

timing mechanism wholly unresponsive to external influence.

The other basic orientation holds that readiness is heavily 

influenced by external stimuli. Several positions common to most child 

development experts who hold this view are: (I) Readiness is not just;.:

a."growing into" process but is also produced by reception of the 

appropriate stimulation, relevant learning experiences, practice, and 

integration of information; and (2) teaching involves the how, the what., 

and the when. Readiness refers to the when. The teacher must take 

into account.factors such as the relationship she develops with a 

child, his cultural background, his past learning experience, and his 

perceptual abilities when deciding content, methods, and objectives 

for that particular child. Readiness then becomes a product of input, 

as well as. genetic maturation (1970:141-142).
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The specific concept of reading readiness began to take shape 

during the late 1920's. In 1926, the International Kindergarten Union,.. 

in cooperation with the United States Bureau of Education, conducted a 

study on pupils readiness for reading instruction at entrance into 

first grade. In.January, 1927, the first articles about the study were 

published in Childhood Education. By .19.40, interest in readiness as a 

subject for investigations reached its zenith. Since that time, the 

number of studies has steadily declined (Smith, 1973:481-482).. Many of 

the results of such studies are still quoted as the basis for instruc

tional practices, although the validity of the research has been 

questioned, for many years; e.g., the Washburn study (Morphett■and 

Washburne, 1931).

Measuring readiness has been the major concern of a great many 

scholars, Gesell and his associates have provided a great deal of the .. 

impetus for readiness tests. The purpose of these tests is to.prevent 

premature exposure to new learning situations. Readiness testing along 

with intelligence testing has become a common practice in many learning 

to read school programs. Readiness tests, such as the Metropolitan- 

Reading Readiness Test, the Gates Reading Readiness Test, and the Lee- 

Clark Readiness Test, are well known.. Their validity, however, is 

questionable (Weininger, 1970:143), . Pick (1970:167-168) recounts a 

study in which 600 first graders were tested with a variety of assess

ment measures including Frostig's Developmental Test of Visual
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■Perception, the Metropolitan Reading Readiness Test, intelligence 

tests,, and reading achievement tests. Neither the Frbstig test nor 

the reading readiness test made more than a meager contribution to 

the prediction of reading achievement. Readiness is a combination of 

many factors riot measured by such tests. TheSe factors involve many 

experiences outside the school room. ' Hymes states:

Learning to read is a continuous process. All children start 
on this process long before they come to kindergarten, long before 
they come to nursery school. The language the child speaks is 
part of this process. The solid knowledge he has is part of this 
process. The development of his powers of observation is part of . 
this, as are his careful listening, his attention to detail, and 
his interest in ideas. No child ever learns to read iri the first 
grade; he only learns his first grade's worth. Each year capital
izes on all the readiness the child has at the.time so that he makes 
the greatest progress he can. at the time (1970:34).

Attempts to modify and/or develop readiness have led to a . 

variety of programs for preschoolers, some of which might be potentially 

harmful to children; e.g., teaching two-year-olds to read. The useful-' 

ness of such programs has not been determined or supported by conclu

sive research findings (Weininger, 1970:142). However, programs such as 

Head Start, Parent and Child Centers, and Montessori Training Centers 

are built on the premise that readiness can be manipulated (Lewis, 

1970:2-6). The changes in early childhood education programs have 

come about largely through efforts of persons outside this field. The 

nursery school and kindergarten educators have apparently been satisfied 

with what they were doing in early childhood education. Kindergarten 

programs up to the 1960's were relatively unchanged since the 1920's.
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Durkin reviewed the early education programs in this country and . 

formed the impression that for many decades educators of the young 

child have made few changes in their approaches. She concluded, "I
I ■ " 1 ■ :

found very little self-criticism. When questions about what was being 

done did appear, they tended to focus on what seems, like trivia (1970;

23)."
Up until the late 1950's and the era of,Sputnik, the nature, 

maturational,. or hereditary factors were emphasized. Children were 

thought to develop or unfold in developmental stages and little could ' 

be done .to teach a child to read until he had reached a certain stage.. 

Washburne's study convinced him that a mental age of six and a half 

should be reached before any effort should be made to teach him to 

read. This idea has persisted with early childhood educators, although 

the concept has been repudiated by numerous studies, one of which was 

conducted by Arthur Gates in the same year. Gates found that by 

adjusting instruction to meet the individual needs of slow learning 

pupils these children could be successfully reading by spring. Durkin 

sees Gates' message as "Improve your instruction and watch children 

read (1972:42)!"

The'1960's saw the concept of reading readiness based on a 

maturational process being questioned. Durkin (1970:35) feels that 

three "independent happenings" had important influences on the change 

in thinking about readiness/ These were the revival of the Montessori
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educational methods.in the United States, the work of 0. K. Moore in 

using computerized typewriters to teach young children, to read, and 

the Denver, Colorado public school system's reading program for 

kindergarten children. The push to teach reading to young children 

was not without its opponents. The nature oriented proponents have 

been led by such groups as the Association for Childhood Education 

■International and the Gesell Institute. Durkin points out the need to 

avoid the extreme positions in the nature-nurture controversy. She 

sees the post-Sputnik emphasis on strictly environmental aspects of a 

child's nature as dangerous as the pre-Sputnik emphasis on hereditary 

factors. She says:

In spite of the shortcomings and excesses,, what happened in 
the field of early childhood education during.the 1960's Can still 
make a positive contribution to subsequent decades. I personally 
think one of the lasting contributions will be a more realistic 
attitude toward the young child. By this I mean that we should 
now be in a better position to see him for what he is: a person
living in a world that allows him to learn more, faster, and at 
an earlier age. At the same time, however, we should also be in 
a better position to see that attention to the young child's 
intellectual possibilities should never be so overwhelming that 
we forget what the traditionalists have been so fond of referring 
to as his "social and emotional" needs (1970:31).

In other words, Durkin , says, be concerned with the .."whole" child.

Durrell (1956:42) notes that two background abilities known 

through research studies to be important to beginning reading are 

visual- and auditory-discrimination of word elements. These two 

abilities in reading readiness can be observed, measured, and taught . 

effectively. Other background abilities, e.g., an interest in printed
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words, are" often included in traditional readiness programs, although 

there is a lack of research evidence to prove their value. In his work 

with beginning readers, Durrell found that girls generally have acquired 

a higher level of visual- and auditory-discrimination than boys despite 

equal levels of intelligence. Durrell found that giving boys eye and 

ear training on word elements caused their learning rate to equal that, 

of girls. Durrell postulates that this discrepancy in visual- and 

auditory-discrimination skills can be attributed to the different types 

of quiet play in which more girls than boys engage in due to cultural 

expectations and patternings. Durrell sees this difference in visual- 

and auditory-discrimination skills as one of the major reasons more 

boys have difficulty in learning to read. When teachers are made 

aware of the problems and can successfully prescribe activities to 

correct them, the problems clear up without waiting for a maturational 

lag to disappear (1956:43).

Robinson's (1972:7-39) comparative study of children with high 

visual-high auditory, high visual-low auditory, low visual-high auditory, 

low visual-low auditory modalities indicates support of Durrell's 

analysis of the need for high visual and auditory-discrimination skills. 

In comparing two approaches of teaching reading which could be charac

terized as a sight method versus a phonics methods, Robinson found that 

at the end of second grade and again at the end of third grade that 

those children identified as having high visual and high auditory
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skills scored the highest on tests of reading achievement. Those, 

children with low visual and low auditory skills scored the lowest. 

Those children with a mix of low and high skills scored in the medium 

range. Neither method for teaching reading surpassed the other among 

pupils with low or high skills. Regardless of the method, auditory 

discrimination made a significant contribution to all reading, while 

visual perception did not. The work of the staff of the Exemplary 

Center for Reading Instruction has led them to conclude that all 

children need an auditory approach, even if they are visual learners 

(Reid, 1971).

Durrell challenges three concepts of reading readiness which

he sees as responsible for a large number of reading failures. The

first he calls.the "mysterious appearance" concept which says that a 

child will learn to read when he is ready. Proponents of this view 

hold that a teacher should not teach words, letters, sounds, or phonics 

until a child indicates by reading that he is ready. Instead, she must

wait patiently, until tie is ready, even if that event takes him into his

third year in school. Durrell points out several assumptions in this 

"waiting until ready" concept which he concludes are false. First, . 

that by waiting, emotional problems will not develop. Durrell contends 

that by forcing a child to wait, we are generating emotional problems.

A child knows when he is behind others and can see himself as a failure 

when he sees other children reading and not himself.
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Another false assumption inherent in "waiting for readiness" •. 

is that■readiness will just suddenly appear. Durrell points out that./' 

with every other, ability, e.g., riding a bicycle, we recognize that, 

there is a gradual development from early, easy stages, to more difficult 

stages. Durrell attacks the theory that says specific teaching of back

ground abilities should be avoided. The key to teaching background 

abilities for reading, Durrell concludes, should be no different than, 

for any other stage of development. Children should not be forced, but 

be taught with skill and imagination on a level which assures that ' 

they can meet success.

The second false concept Durrell attacks is that of emotional
' 'and personality adjustment. This concept is based on the assumption 

that all the background abilities are present, but learning cannot take 

place because of emotional or personality problems. Persons who follow 

this theory feel that these problems must be cleared up before reading 

instruction can take place. Durrell warns against labeling children 

with these problems. He points out that well-motivated learning can 

have a salutary effect on emotional disturbance:

The expert teacher knows that removal of confusions in reading 
will result in progress and that interesting and purposeful activi
ties will relieve emotional blocking and remedy bad habits. When 
home conditions are unsatisfactory and the child's emotional life 
is empty, a well-motivated reading program may become an oasis in 
an otherwise barren emotional desert. When a child"with'little 
apparent interest in learning, or with behavior difficulties, is 
sent to a psychologist or psychiatrist for intensive study, the 
usual recommendation is that the child be given security, a sense 
of achievement, and a wellrbalanced program of activities. This
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describes the classroom activities of an intelligent teacher 
. (1956:136-137).

The third concept Durtell attacks is the mental-age concept.

He points out that research does not support the idea that a mental 

age of six or six and a half assures success in reading. Intelligence 

scores have a very•low relationship to learning to read. Many children 

with high intelligence scores have difficulties in learning to read. 

Recent experiments have demonstrated that children with mental ages of 

four have been taught to read. Durrell concludes, "Rate of learning .to, 

read seems to depend more upon auditory and visual perception of word 

elements and other developmental factors than On scores on intelligence 

tests (1956:48)."

Durrell (1956:138-139) contends that the most.obvious way to 

see if a child is ready to read is to teach him some words and see if 

he can remember them. This is a true test of reading readiness. 

Instruction must then be geared to the pace of the child. If a child 

is "taught" twenty new words and he remembers only five the next day, 

then the rate of introduction of new words should be stepped down.

Dufrell also cautions that learning rates are flexible and can change 

rapidly through better instruction, improvement of background, or 

removal of confusion. Instruction should be geared very carefully to 

the child's learning rate. If the child with a slow rate is overwhelmed, 

he quickly meets failure and frustration. Likewise, if the child with 

a fast rate of learning is held back, he quickly loses his zeal for
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learning.

Weininger agrees with Durrell that it is an incorrect, assessment 

to say that a child is not ready to read. He thinks a more accurate 

statement would be that every student is. ready for some learning 

experience, if not for the one we had in mind. We are missing the 

point when we talk about what a child lacks. There must be, instead, 

an attempt to match instruction to pupil characteristics and to find ■ 

some worthwhile activity at which the child can succeed. This activity 

will hopefully make him able to go on, to be ready for other things(1970: 

142).

The concept of readiness which has evolved from the two histori

cal and theoretical orientations, brings the nature-nurture controversy 

into a balance which acknowledges the part both play in the learning 

capacity of the child. Ausubel has been one of the most important 

influences in the development of this viewpoint. He says:

Readiness is a cumulative developmental product reflecting the . 
influence of all prior genic effects, all prior incidental experi- ' 
ence, and all prior learning (i.e., specific practice) on cognitive 
patterning and the growth of cognitive capacities, as well as the 
interactions among these different variables . . . readiness is 
the adequacy of existing capacity in relation to the demands of a 
given learning task (1963:111).

Piaget has, over the years, developed an increasing awareness 

of the complex interactions which take place between, a child and his 

environment. Although Piaget believes that children go through certain 

stages of development in a regular, continuous sequence, he also
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believes that the conditions of environment can affect, the speed at 

which this progress is made. The succession of stages are constant 

even though the chronological ages at which they appear may differ 

from child to child and from one society to another. The experiments 

of Piaget have been duplicated by Monique Laurendeau and Adrien Pinardy• 

Canadian psychologists, in other cultures. They have confirmed this 

delay in developmental stages in children of different cultures.

Piaget’s theory of child development is called an interactionist theory 

where there is a balance of nature-nurture concerns (Pulaski, 1972:33).

Durkin espouses this idea of readiness. She agrees that the 

best way to test for reading readiness is to give a child an opportunity 

to read. She advises using a variety of methods to test this capacity. 

She says only then can we make sure that we have a true assessment of ■

the child's reading capacity. When we acknowledge the fact that a6
child is the product of both nature and nurture, it seems correct, 

according to Durkin, to say that the "child's attained capacity at any. 

given time is something he has inherited, grown into, and learned (1972: 

52)."

As a supporter of the nature-nurture balance, Craig feels that- 

reading is probably fairly representative of other school tasks. He 

states:

Some of the abilities required for success in beginning read
ing are clearly learned; others may be largely a result of 
maturation--that is, changes with age which are relatively inde
pendent of experience. Both maturation and prior learning are .
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factors in readiness, but the relative importance of each 
undoubtedly, varies for different methods of teaching because of 
the specific activities of students under each . (1966:6) .

Craig concludes that although there are some maturational "minimums"

below which instruction would be too inefficient, prior learing is

probably the more important factor in readiness, for most school tasks.

Other. Conditions Which Affect 
Learning Rate

Besides readiness for learning, Travers and others (1967:20) 

have identified other conditions which affect the rate of learning.

Time distribution of the learning experience is one of these conditions. 

Research has indicated that long periods of learning are less effective 

than shorter periods distributed over time. For example, rather than , 

using a two-hour block of time learning a new skill, space the two 

hours out in a series of short time spans over a week. Also, some 

learning procedures require less time which makes them more efficient. 

When the Exemplary Center for Reading Instruction staff discovered the 

wide range of I to 417 tries needed to learn new words, letters, etc., 

they developed multiple and aggressive response techniques (Reid, 1971: 

17).

A second condition identified by Travers as having influence

on learning rate are the characteristics of the task. Features of task

which make them easy.or difficult to Ieam have just in recent years 
.

begun to be identified. Before learning can be effectively planned.
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these characteristics must be understood. However, this continues to 

be a vague area in the reading field (1967:21).

A third condition Travers emphasizes as influencing rate is the 

consequences of correct and incorrect behaviors, including responses.

The teacher can readily- Control this condition. Travers concludes that 

this condition is one of the most important because of the emotional 

element as well1 as the learning process which are inherent parts of the 

condition. He states:

The emotional responses must not be dismissed as insignificant. 
When fear is arou'sed in the student by demands he cannot meet (in
correct responses), this response.is associated with all those 
elements of the school situation of which he is then aware-̂ — for 
example, the subject matter and the teacher. On the other hand, 
the teacher who makes students "feel good" also helps them to like 
school and enjoy further learning (1967:22).

Strang points out that self-concepts are learned. They are 

based on the negative and positive comments of parents, teachers, class-; ' 

mates, and from repeated experiences. Negative self-concepts are based 

on failure. She says:

The child or young person becomes fearful of making mistakes, 
afraid and ashamed to be wrong again. Self-confidence, on the 
other hand., arises when others show a positive expectancy that the 
individual can close the gap between his present performance and 
his potential; it is fostered by experiences of success (1967:457).

Wattenberg and Clifford (1964:461) measured intelligence and

self-concept in first semester kindergarten children from middle and

working class families. Two and a half years later, measures of reading,

achievement were made. Self-rconcept was measured on two aspects: a
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feeling of competence and feelings of personal worth. From this 

Detroit study, the researchers found that the measures of self-concept 

were significantly predictive of progress in reading while intelligence 

measures were not significant. They concluded that the self-concept of 

beginning readers played a significant part in determining how well the 

children would learn to read.

. Zimmerman and Allebrand (1965:28-30) found similar results in a 

study with fourth and fifth grade students. Two groups of good and poor 

readers were equated as nearly as possible for age, sex, ethnic composi

tion, socio-economic background, and intelligence. The two groups were 

given tests of reading ability, intelligence, and self-concept/personal

ity. Major differences were found in feelings of personal worth, 

belongingness, self-reliance, and positive community relations. The 

poor readers expressed:feelings of hopelessness and discouragement.

Quick (1973:44) also concludes that self-concept and achievement 

appear to be interrelated. When a child receives negative feedback from 

parents and teachers about his achievement, he naturally depreciates 

himself, which in turn leads to continued poor achievement. He con

cludes that children learn from success, not from failure.

Dinkmeyer (1971:66) reviewed numerous research studies of rela- ■ 

tionships between self-concept and academic achievement and concluded 

that the feelings that accompany learning have a profound effect on the 

results of learning. He feels that teachers must ask. themselves if their
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philosophy, their methods, and their evaluation instruments are directed 

at developing fully functioning human beings or are excessively geared 

to teaching subject matter. The development of fully functioning human 

beings is the central purpose of the educational process. Dinkmeyer 

found that the longer a child was in school, the lower his self-esteem. 

This should be a sobering thought for all educators.■

Craig stresses the learning process which is inherent in this 

condition when he says that the student tS last response to a situation 

should be cortect, otherwise the student may learn an incorrect response. 

He says:

The teacher should never allow students to terminate a situation 
with a mistake. If they do, the mistake will be learned and reappear 

' later as surely as any "right" answer. To insure that'this does not 
happen and that an acceptable response does, the teacher may provide 
a model for the student to follow or prompt the desired response in 
other rather, direct ways (1966:30).

Craig was referring to those situations where there are "right" or ■ 

"wrong" answers. There will be times when this distinction will not be 

made. However, how the teacher accepts the child’s statement of experi

ences and opinions will also be influential in shaping his self-concept.

The fourth condition which affects the rate of learning are the 

cues which help the learner. Travers (1967:49) points out that learning 

research is concerned with when cues should be provided and what they 

should be. Traditionally, teachers used methods which gave many cues.

The pupil copied the teacher. Newer methods, however, put greater 

emphasis on the problem solving approach so cues are minimal. The work
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of Piaget is responsible to a great extent for this change in method.^' • ' • •: • • ■ • r
Pulaski points- out that Piaget's theories are reflected in the British 

infant schools, in the discovery method, individualized learnings 

personalized education, the inductive method, and perceptual-motor 

training. Pulaski says:

Basically, what he (Piaget) means by the "active method" is 
that children should be free to explore,.question, and discover 
for themselves,. either on the sensory-motor basis for young 
children or on the basis of internalized action or thought at the 
operational level. The teacher is not there to lecture and 
demonstrate, but to observe and question (1972:200)..

If the British infant schools are a prime model of what this 

"active method" is, a closer examination of what actually goes on in 

them should be made. Chittenden, a psychologist with the Educational 

Testing Service, spent considerable time in Britain observing in infant ■ 

and junior schools and questioning participants in research and 

development projects. He concluded:

Although the schools I visited are child centered in many ways, 
they were also, without exception, clearly organized and conducted 
by adults. The teachers' expectations regarding the children's 
performances were often quite exacting, but with the attempt to 
tailor these expectations to the individual child (1973:8).

Apparently, teachers are learning more subtle ways to provide cues which

will help the learner without destroying his initiative and creative

abilities.

The fifth condition which Travers sees as having profound effects 

on the rate of learning are the incentives for learning. Travers states:
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It is common knowledge that learning is most likely to move 
forward with efficiency if there are incentives provided. By 
this is meant that there should be goals established, that will 
direct the pupil’s behavior toward attainment of those goals.
Often, lack of learning is a result of the fact that the goals 
established are not ones toward which, the pupil directs his. 
behavior (1967:49).

Staats (1971) found that if a child’s responses are not rewarded 

with sufficient amount or frequency, the learning behavior will 

deteriorate. He discovered in a controlled laboratory experiment with 

four-year-old children that social rewards were sufficient initially to 

sustain working behaviors and attention to reading tasks for sessions 

of forty minutes duration. After a time, however, these behaviors began 

to weaken and "fidgeting and fooling around" behaviors were replacing 

the earlier behaviors. Staats concluded that the limits of their 

attention spans had been surpassed. However, when a material reward 

system of small trinkets, edibles, and tokens was introduced to reward 

each learning trial, the children's attention and work behaviors grew : 

strong again. ■ Furthermore, Staats found that these behaviors could be . 

maintained in greater strength if only a proportion of the responses 

were rewarded. . For example, some children could maintain the strong 

learning behaviors if rewarded as infrequently as on every sixth trial.

Staats also found that some retarded children learned very well 

when provided with the material types of rewards. After numerous cases, 

Staats suggests that if such children were provided with, appropriate 

reinforcers, they would learn as well as other children  ̂ He has
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duplicated with'many retarded children his finding that if the child is

' '' ' V v  ' : v '

given adequate reinforcement at the beginning, reinforcement can be 

gradually decreased in amount and still maintain, the learning-work 

behavior in good or better strength. He concludes:

On the basis of such findings, it might be expected that the 
child's history with respect to work behaviors, and the manner and 
type of reinforcement made contingent upon such behaviors, will 
greatly affect the extent to which he is capable of sustained and 
effective work behaviors. A history of gradually increasing work 
demands in the sense of the number of behaviors that must occur 
before reward occurs may be expected to produce a greater work 
productivity than a history that is deficient in this respect. The 
author also has evidence of this in cases of retardates who had 
major differences from other children in their very deficient work 
and learning behaviors. In the same period of time that other 

■ children will make many learning responses, these, retardates would 
make very, very few learning responses. It is certainly clear that 
learning cannot take place without learning trials. After a long 
history of missed learning opportunities because of poor work and 
learning behaviors, the child is bound to be retarded (1971:228).

When Otto and others (1970:23-28) point out that man uses only 

a very small fraction of his potential capabilities, then the implica

tions which Staats makes about the loss of potentially productive 

learners should make educators aware of the fact that all has not yet 

been learned about those individuals who function below the average in 

intelligence.

Braginsky and Braginsky (1971:559-563) found that the educable 

mental retardate was able to manipulate■intelligence test scores when 

the consequences of either high or low scores were unfavorable to them. 

This manipulation suggests that when retardates can behave in Ways in 

which they are not supposedly able to that they are not the inept.
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ineffectual persons they are pictured to be.

Other conditions which research shows affect learning rate to 

some extent are factors such as properly designed school facilities, 

equipment, and obscure factors, as social climate (Travers, 1967:50).

Motivation to Learn

The characteristic of. motivation to learn is influenced by many ■'.■ 

factors important to the discussion of learning rate. The staff of the 

Exemplary Center for Reading Instruction have further defined this 

characteristic of motivation as the quality of perseverance. When a 

child has the motivation to keep his attention fixed on a task until he 

has mastered it, he is exhibiting a high level of perseverance. Carroll . 

found that the characteristic of perseverance applies to all intellectual 

levels of pupils. He states:

The variable of perseverance applies not only in the case of 
the "gifted" learner and not only in the case of long durations 
of effort, but also to all other learners and also to learning 
tasks which•require only short times for mastery. That is, in the 
general case, a learner who (in view of his aptitude or rate of 
learning, the quality of instruction, and his ability to understand 
the instruction) needs a certain amount of time to learn a task, 
may or may not be willing to persevere for that amount of time in 
trying to learn (1963:723).

Carroll feels that there are many, reasons why a learner does

not persevere. He may not be motivated to learn: he may think the task
' ■ . ■ ' ' . ■ ■is too difficult and never begin to learn. He may lose confidence in

his ability. ■ He may overestimate his mastery of the task and stop 

learning before he has actually mastered the task. He may wish to
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avoid the;.responsibility that learning brings. He may wish to avoid
■ : ■ ' "  ■' ■ • : : ■ .. . ,destroying his image as a non-learner. He may think the task is a

waste of his time. Emotional variables may also affect perseverance 

in learning when a child wants to learn but is distracted by external 

circumstances or frustrations inherent in the learning task.

Reasons for wanting to persevere may be a "desire to learn," 

but is is also affected by other variables. These may include the 

desire to please the teacher, one's parents or friends, to get good 

grades or other rewards, to achieve self-confidence in one's learning 

ability, to feed one's self-esteem, of to avoid disapproval (Carroll, 

1963:726).

Ebbe (1971:30008) conducted a study of perseverance with fourth 

grade boys in which the task was presented as a game. Before the boys 

began the game they heard one of four audio-taped messages: (I) an

adult model describing the room in which they would play the game (the 

control group); (2) the boys were urged to do well with the game; (3). . 

boy models told how they had persisted at the game; and (4) the boys 

were urged to do well so that they could win a prize. Ebbe found that 

the modeling message where boy models told how they had persisted and 

the prize contingent message increased task perseverance. When the two 

messages were combined in another study, perseverance was increased even 

more. Need for approval was not found to be related to perseverance. 

Also, the teachers' rating of the subjects' perseverance was found to
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have little relationship, to the task persistence in the study.
: : i i : • ■ ' . - : v : v .

. Perseverance is tied to the factor which is called "attention 

span." Children who look out the window, wiggle in their seats, are 

more interested in a friend’s work than their own, and who do hot finish : 

tasks are usually said to have a short attention span. Broman (1970: 

156-159) found there, were various reasons for short attention spans in 

elementary aged learners. These ranged from physical discomforts, low 

abilities, lack of challenges in the learning situations, to emotional 

experiences, which disrupted concentration. She contends that there are 

few limits to what can cause a child’s attention to wander. However, 

in observing the children in her study, she found periods of short 

attention mixed with periods of long attention. She found that a child 

identified by the teacher as having a three-minute limit of attention 

could actually spend forty minutes On a self-selected task. She con

cluded that attention span is a symptom not a cause.

Durrell says that if a child is inattentive in class, teachers 

tend to blame the child’s parents or various psychological factors 

beyond their, control. A medical examination will sometimes reveal 

conditions which produce quick fatigue, resulting in loss of attention.

He concludes, however, that:

Usually inattention is due to faulty lesson planning. When 
children lose track of their work and slip into daydreaming, 
slovenly posture, aimless play, or misbehaviof, they are merely 
indicating the day’s work is inadequately motivated (1956:136).
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Magdol believes that a distinction should be made between 

"attention span" and "distractibility," two terms which are often used 

synonymously. Both terms are used to describe children labeled as

suffering from minimal brain dysfunctions. Magdol sees attention span
■ -  ' ' ' ■ ' ''as being influenced by internal factors. She says:

Peripheral notions and memories intrude and interfere with the 
immediate task. .,This is to be expected in all children to some 
extent. This is certainly to be expected, if the child is ,troubled 
or anxious, has been pushed into a situation where he is unable to . 
get his mind off something he would father do (1972-73:149).

Magdol (1972-73:149) contends that most children are able to shut out 

intruding internal stimuli and.give their full attention to a task. 

Distractibility, on the other hand, is influenced by external factors.

A child is. bombarded by stimuli from all sides. Normally, he can block. ? 

out only those stimuli to which he wants to pay attention. A highly 

distractible child, however, has difficulty in. fixing on, any one 

stimuli and is pulled from one to another. He cannot pull away from 

the distracting stimulus and return to the task at hand.

Gordon (1970:251) finds that children described as being brain 

damaged and having short attention spans or high degrees of distracti

bility are able to concentrate for hours despite overwhelming, disrup

tive external stimuli. He feels that the short attention span- 

distractibility behavior is a child's response to boredom and frustra-

Staats (1971:174) found that there is a wide range of differences

tion.
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in the way that.children respond to the stimulus of an adult's voice.

When a child continues to respond to other stimuli in a situation where 

an adult is speaking to the child, the child will often be considered 

dull, uncontrollable, or autistic. When a young child does not respond 

to a teacher's voice he soon looses many learning opportunities. The 

child who pays attention is more apt to learn faster. Staats suggests 

that attentional skills in young children must not be taken for granted. 

He concludes that waiting for some physiological maturation to take 

place which will provide the attention needed for leatning penalizes 

the child. He concludes that attentional skills are more often based 

on a child's prior learning history and efforts should be made to build 

attending behaviors;

Ability to Understand 
Instruction

The third characteristic which the child brings to the learning 

task is his ability to understand instruction. This characteristic is 

most directly influenced by the child's experiential and language back

ground . The research of the staff of the Exemplary Center for Reading 

Instruction found that many reading errors can be attributed to the 

language background of the child. These backgrounds may range from the 

different language spoken in the home to the fact that .parents do not 

communicate with their child. Indians, Blacks, Spanish, and low socio

economic Caucasians were found to have particular trouble with short "i."
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Also, final consonants and consonant clusters are often omitted or are 

only minimally present in the speech of Blacks. The Navajo, language 

does not have function words such as conjunctions, prepositions, 

pronouns, or articles so the reader often omits them when he is reading 

English.

Those children designated as culturally disadvantaged may speak 

a language which is very different from that of their teachers and of 

their textbooks. Wardhaugh (1970:535) cites several studies which 

revealed that children correctly read standard English written text

books by converting it into their native dialect. In each instance, 

the child understood what he had read. His pronunciation errors of 

standard English' led his teacher to assume that he was not reading with 

understanding. He was, in fact, demonstrating a great depth of under

standing when he could convert standard English into his spoken dialect:. 

Wardhaugh concludes that teachers need a special understanding of this 

kind of reading problem. What actually needs to be taught is standard 

English, not reading skills. The teacher will be teaching the child a 

new dialect.

Other differences in language ability may he found in the 

speech patterns of children. Although it is true that a child has an 

innate biological capacity for language learning, it does not mean that 

each child will develop this language capacity at the same rate (Bloom, 

1971:215). . Ausubel and Robinson (1969:77) contend that learning to read .
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involves, breaking a symbolic code and is an extremely important develop- : 

ment, but is not as impressive a cognitive development as the original 

learning of the spoken language. A commonly held view among educators 

and some linguists is that a child has mastered the structures of his 

language by the time he reaches five or six years of age. However, the 

research of Chomsky (1972:28) and his associates has revealed that 

active syntactic acquisition takes place up to nine and ten years of 

age and perhaps even beyond for some children. Although Chomsky feels 

that a reliable judgment about the relative order of the syntactic 

acquisition can be made, no predictions can be made about.the rate of 

acquisition. Individual differences in the rate children acquire these 

linguistic processes may lead to difficulties in speaking, reading, and 

writing the language.

The limits of a child’s experiential background also determines

if he has trouble with understanding the. meaning of words. If a, word

is outside of the child's speaking vocabulary, it is doubtful that its

meaning and perhaps not the correct pronunciation will be acquired by

a child even if he manages to sound it out. Reid (1971:16) contends

that children of limited experiential background are not truly reading .

when these instances occur. If a child has never seen a dog napping or

nipping, how can he intelligently choose the correct sentence that shows
1 / 

a dog napping on a mat? . /

Many programs have been funded through local and federal funds
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■to provide, language development opportunities and broadening experiences 

for children from culturally disadvantaged homes. Many of these 

programs deal with the language problems of children for whom English 

is a second language (Lewis, 1970:1-48).

LEARNING DISABILITIES— TO WHAT EXTENT ARE THEY REAL? ■

Is it possible for a child to have all of the characteristics 

which appear necessary for acquisition of reading ability and still not 

develop this ability due to some neurological dysfunction? This ques

tion is the basis for one of the hottest debates ever witnessed by 

educators. It is one in which a variety of disciplines have become 

involved.■ Those who contend that there are such learning disabilities 

subscribe to the definition presented by Dr. Florence Uyeda,. medical 

consultant for the Denver Public Schools, when she says a learning 

disability is:

Any condition which hampers a child from understanding, 
assimilating, and.using the materials which are presnted to him 
at school and at home. The child who.is mentally retarded, 
visually or auditorially handicapped, severely emotionally 
disturbed, is not included (1972:214).

The U. S. Congress created an official definition of learning 

. disabilities when it passed the Children With Specific Learning Disa

bilities Act in 1969. The definition incorporates views from several 

perspectives:

Children with specific learning disabilities exhibit a dis
order in one or more of the basic psychological processes involved
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in understanding or in using spoken or written language. These' 
may be manifested in disorders of listening, thinking, talking, 
reading, writing, spelling, or arithmetic. They include condition's 
which have been referred to as perceptual handicaps, brain, injury, 
minimal brain dysfunction, dyslexia, developmental aphasia, etc.
They do not include learning problems which are due primarily to 
visual, hearing, or motor handicaps, to mental retardation, 
emotional disturbance or to environmental disadvantage (Lerner, 
1972:320).

The Health, Education, and Welfare report, issued by the Office 

of Child Development in 1970 defined more than thirty labels given to 

learning disabilities. The.term minimal brain dysfunction appears to

be emerging as the most popular term for determining causes for learning
. . . ' . . .

disabilities. The term hyperkinesis describes the behavior of the

minimal brain dysfunctional child (American Education, 1971:111)..

Rosenthal (1973:292) points out that debate,exists among 

psychological, medical, and educational professions about the existence 

of learning disabilities and raises the question: Does the syndrome of 

hyperactivity-distractibility really exist? Rosenthal sees two 

opposite poles of' causes of learning problems— an organic cause versus 

a psychological cause with few points of agreement in between. He 

believes that learning problems are organically caused with secondary 

emotional disturbances developing because of the primary, organic 

causation.. His position is strongly in favor of the organic cause of 

learning disability and is not held by all medical professionals, 

educators, or psychologists, as he realizes.

Problems of diagnosing learning problems and hyperactivity-
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distractibility has caused no end of consternation in the medical 

professions. These professionals are naturally attuned to finding 

causes related to organic functions so.that proper treatment can be 

prescribed. Psychiatrists, however, tend to assume that, any learning 

problem is psychogenic (Bettleheim, 1973:30). Others in the. medical 

professions feel that psychotherapy is wasted on children who do not 

need it and really need specific educational help or'.help .with an 

organic problem (Griffin, 1972:77).

Neurologists have not been much help in diagnosing minimal 

brain dysfunction as they are trained to find such "hard" signs inherent 

in brain tumor or multiple sclerosis cases. Most proponents of the 

minimal brain dysfunction syndrome feel that most neurologists miss the 

"soft" signs which identify the learning disabled child. Griffin (1972: 

78-79) feels that those soft signs are evident only when the examiner 

knows how to ask appropriate questions. These signs, according to 

Griffin, include uncertain dominance, small muscle dexterity, alter

nating movements of hands and feet, misperceptions which lead to 

perceptual problems, memory problems, language problems, and matura- 

tional lag. Hyperactivity may be added to these other problems.

Estimates run from I to 30 per cent of school age children

identified as having learning problems, depending upon the criteria used 
■ • . . 

to determine disabilities. The National Advisory Committee on Handi- 
' fV; . • ■ : ' . : .

capped Children recommended the more conservative figures of I to 3 per .
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cent until objective criteria for determining disabilities can be 

established. However, other sources see the need to identify a larger 

number of children, as learning disabled. Frank states:

Can you think back about 12 years? That was about the first 
time the problem of learning disabilities was actually identified.
At that time, the guesstimates indicated that only a mere two to 
five per cent of our students even had a learning problem. About 
six years ago, the estimates had risen considerably; they indicated 
that from five to ten per cent of our youngsters had multiple 
■learning problems and that an additional fifteen per cent had a 
specific.learning disability. Today the estimates are even more 
startling. Recent figures indicate that children with specific 
learning disabilities, irrespective of severity, constitute from 
thirty-five to forty per cent of our present school;'population. 
Within this group, about half have a number of learning problems. 
Mind you, these are only estimates, based on fragmented surveys 
and made primarily at a local level throughout the country. How ■ 
far are these estimates from the actual numbers? Again, I say, 
no one really knows (1973:273).

The syndrome called "dyslexia" is said to be a separate entity, 

discretely definable from many causes of reading disability. The 

dyslexic child is said to suffer deficiencies in both the visual and 

audito.ry functions required for adequate reading. It appears particu

larly difficult for these children to master a sight vocabulary so 

recommendations are usually made to teach them by an intensive phonics 

method. Visual and auditory discrimination abilities appear to be 

present; the child has trouble forming letter forms and combinations 

into meaningful wholes or concepts. The term "dyssymbolia" is used to \ 

describe this condition (Rabinovitch, 1968:1-10).

Rabinovitch (1968:4-5) outlines a classification of reading retarda

tion based on etiology which is commonly held by those who propose an



organic cause'for learning problems:

1. Primary:
a. Developmental dyslexia

2. Secondary:
a. Other Encephalopathy— Specific language impairment

Motor-concentration impairment.
b. . Emotional disturbance
c. Motivation or opportunity factors
d. Deprivation or distortion in language experience.

Hirsch and Jansky (1968:27-28) investigated the possibility of 

developing a battery of predictive tests to be used with kindergarten 

age children to screen o’ut those who were headed for reading difficul

ties. Among the tests used were behavioral patterning (hyperactivity, 

distractibility), gross motor patterning, fine motor patterning, body . 

image, laterality, visual-perceptual patterning, auditory-perceptual 

patterning, language, etc. The tests which proved to show the highest 

correlation to reading success were the Bender Gestalt, which ranked 

at the top, human figure drawing, small muscle development, oral 

language tasks, and reading readiness tests. Weak ego strengths and 

maturational lags were also noted in those children who later had 

reading difficulties. From the twenty tests used in the first study, 

a series was selected which seemed to be the better predictors of 

reading success. A Predictive Index was organized to.include: the .

child's ability to manipulate the pencil; his response to six of.the 

Bender gestalten; his performance on twenty of the forty word pairs on 

the Wepman Auditory Discrimination test; the number of words he. used 

in telling a story; his ability to produce generic names for three
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clusters of words representing concrete objects; his performance on a 

reversal test; his word matching ability (taken from Gates); and his 

recall and reproduction of two words taught at the beginning of the 

testing session. Hirsch and Jansky used this battery to identify ten 

or eleven children who subsequently failed at reading.. No explanations 

were given as to teaching methods used with the children or other 

factors which might have a relationship to reading failure.

Critchley believes that "soft" neurologic signs are one of the 

best indicators of a dyslexic child. He includes: (I) a lack Of firm .

cerebral dominance, as cross laterality is common among dyslexics;

(2) a confusion regarding spatial dimensions; (3) mild electroencepha- 

lographis dysrhythmias; (4) abnormal eye movements during the act of 

reading; (5) preferred direction of lateral gaze; and (6) minor color 

defects (1968:38-41).

Cruickshank (1960:37) suggests some teaching methods which will 

help the dyslexic child: (I) reduce.the stimuli as the dyslexic child

is overstimulated by the normal classroom; (2) reduce the space around 

a dyslexic as he becomes insecure in large spaces; (3) help them develop 

an organized, integrated self-concept which usually involves a 

psychotherapeutic program; (4) construct and implement an entire new 

concept of teaching material with less stimuli per page; and (5) ini

tiate a motor training, and visuomotor training program for fine and 

gross motor achievement skills, such as handwriting. Kephart (1960:37)
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has stated, "There is evidence that the efficience of higher thought, 

processes can be no better than the basic motor abilities upon which 

they are based."

Travers (1970:305) has surveyed four major factors that cause 

learning disorders: (I) the home; (2) the school; (3) the community;

and (4) individual physical and cognitive makeup. He singles out the 

school itself as perhaps the primary cause accounting for the majority 

of diagnosed learning difficulties. He contends that the school, 

especially the teachers, have failed to recognize individual differences, 

among learners. Since brain damage is evident in only a small percent

age of those diagnosed as learning disorder cases, Travers concludes 

that instructional style or poor teaching, aided and abetted by poor 

facilities, poor materials, and lack of community cooperation, fosters ■ 

learning difficulties.

According to Vellutino and Sipay (1971:35-38), poor achievers 

of the past who were previously labeled as mentally retarded, brain 

damaged, or emotionally disturbed are now "more respectfully" branded . 

as learning disability cases. Because there appears to be little 

definite neurological dysfunction at the core of many disabilities, 

they contend that some of these characteristics might be learned 

behaviors.

D. H..Stott, Director of the Centre for Educational Disabilities 

University of Guelph, Ontario, has worked with hundreds of children in
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v ; • :

r r v - *  :

The writer can honestly say that he has never met a case of 
failure due to an absolute defect of perception. Even kindergarten, 
children referred to the remedial center as slow learners are not 
found to have an intrinsic difficulty in distinguishing the letters ■ 
of the alphabet. Nearly all failure to match letters is due to 
inattention. The child does not give himself time to get the 

' sensory information owing to his impulsivity, or else he is riot 
motivated enough to make the effort of attention (1973:375).

Stott (1971:97-117) concludes that the overriding causes of 

failure lay in the use of incorrect learning strategies. These include 

lack of attention, withdrawal from the learning task from lack of 

confidence, nonuse of cognitive and perceptual powers owing to impulsi

vity, and other related behaviors. He found that children's problems 

were most often a matter of inappropriate mental behavior rather than 

of perceptual or mental handicaps. ■

Athey contends that the major cause of learning difficulties 

with reading are due to the self-concepts children have. She states:

Feelings of adequacy and personal worth, self-confidence and 
self-reliance seem, to emerge as important factors in the relation
ship with reading achievement. Conversely, underachieving readers 
tend to be' characterized by immaturity, impulsivity, and negative . . 
feelings concerning themselves and their world■(1971:110).

Strang finds that when children fail to respond to the usual 

remedial treatment, they are often referred to the neurologist as part. 

of a comprehensive clinical evaluation to determine if there is 

evidence of a structural lesion of the nervous system. In some cases, 

there may be a gross or obvious brain injury. In other cases, there 

are certain clinical findings that have been ascribed to "minimal" brain

remedial reading programs over some twenty years. .He states
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damage. Strang feels that there are dangers Involved in this type of 

diagnosis. She states: ■ •

To attribute reading disability to "minimal brain damage" is 
misleading for several reasons: (I) neurologists do not agree on
what is "minimal"; (2) clinical signs do not necessarily indicate 
actual brain injury; (3) minimal neurological findings may not be 
associated with reading disability in some cases; and (4) the 
minimal clinical signs vary with the tests used by the neurologist . 
and their interpretations. There is danger in labeling without a ■ 
total systematic study of biological, social, and psychological 
factors that may be involved in severe cases of reading disability ' 
(1967:473).

The American Academy of Pediatrics issued a.statement concerning 

learning disability when they became very concerned about the exploita

tion by some practitioners of the normal concern parents have for the 

welfare of their children. This statement points out that there iŝ  no 

scientific support for visual motor training programs involving eye 

training or laterality training or similar programs; excluding ocular ■ 

defects, glasses have no value in treatment of dyslexia or other learn- 

ing problems; eye defects do not cause reversals of letters, words, or 

numbers; learning disabilitie cases are educational problems, not 

medical problems, although specialists from the medical fields may be 

of some service in detection of possible, learning disability cases 

(1972:218).

Hammill, Goodman, and Wiederholt reviewed the research litera

ture to determine if the use of intensive visual-motor training 

programs have been effective in our schools. The proponents of visual 

motor training programs hold two fundamental■assumptions: (I) that
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visual-motor adequacy is important to, if not essential to, cognitive . 

development and subsequent academic success; and. (2) that these visual- 

motor processes are in fact trainable in most children by their 

methodology. Much money,' instructional time, and children’s efforts 

have been spent on these programs for the past fifteen years. Hammill, 

Goodman, and Wiederholt concluded:

The results of attempts to implement the Frostig-Horne materials 
and Kephaft-Getman techniques in the schools have for the most part : 
been unrewarding. The readiness skills■of children were improved. 
in only a few instances. The effect of training on intelligence and 
academic achievement was not clearly demonstrated. Particularly 
disappointing were the findings which pertained to the effects of 
such training on perceptual-motor performance itself. For if the 
training is not successful in.this area, can the positive benefits 
of such instruction reported by a few authors be anything other 
than spurious (1974:469-478)?

Olson (1972:432) agrees with other researchers who. have found 

that the five sub-tests of the Frostig Developmental Test of Visual 

Perception are not sufficiently different tq assure that they measure 

separate abilities.

Scaglotta suggests that rather in dealing with isolated sensory 

abilities, that simultaneous sense training be directed toward bringing 

into play as many of the senses as possible at one time in order to 

effect appropriate and meaningful learning. . He says: '

Children seem to learn best and retain most when the majority 
of the senses are utilized on a complementary basis. The effective-. 
ness of contextual approaches involving simultaneous use of the 
visual, auditory, tactile and kinesthetic, olfactory and taste 
modalities have frequently been demonstrated. ' Afthr.all, is this 
not the way the child usually makes contact with his- environment
(1972:44)?
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.'Scagldtta (1972:44) expresses concern with the proliferation of. 

tests being constructed to pinpoint sensory deficiencies arid other 

problems. He points out that time and again research under controlled 

conditions has shown us that regardless of the method, technique, or 

material, it has been the proficiency and effectiveness of the teacher 

that has produced achievement.

Kernan states flatly:

I believe that the number of children .with iatrogenic learning ■ 
disabilities is increasing in direct proportion, to the prolifera
tion of programs to meet their educational handicaps. The pressure 
to establish preventative and remedial programs and the shortage of : 
qualified specialists has forced educators to hiie increasing num- . 
bers of inadequately trained personnel (1970:305-306).

He further contends that most of the learning disorders that 

are treatment exacerbated result from either faulty therapist-child 

relationships or inappropriate types of therapy (1970:305-306).

Dangers in Labeling Children

Kraft (1972-73:207-216) is typical of the increasing numbers of , 

special education professionals who are pointing out the dangers in 

special class placement for learning disabilities cases. He is espe

cially concerned about the labeling which tends to stigmatize children* 

often for life. He is concerned that the trend to place these children 

in special classes is proliferating the very classes that special 

educators for mentally retarded children are beginning to question after 

twenty years. He contends that the rationale for special class
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placement should be base# on whether or not the. child will live as a 

part of society/after his school years. If he is to be segregated, 

then special class placement is probably feasible. Otherwise, he 

should be in classes with other children as soon or as much as possible. 

He points out that neurologically handicapped, moderately disturbed, high 

level educable, functionally retarded children will all live in society 

as adults.•

Towne and Joiner (1973) are also concerned about the effects 

the labels have on children. They found that labeling and/or placement 

of children in special classes ignores the social aspects of the problem'. ■ 

They conclude that labeling and special class placement changes the 

student’s position in the social structure. He now becomes a ’’deviant" 

person, and others act toward him in terms of their understanding of the, 

new status. The meaning of the term "learning disabled," "neurologically 

handicapped," "brain injured" will expand beyond the set of diagnostic 

behaviors that define the category and the child becomes generally 

personally defective rather than a child with a deficient learning 

skill. They state:

Whatever.the label means to others, regardless of its accuracy 
or connection with the child’s immediate behavior, each person’s 
expectations and interpretations of the child’s behavior will be 
affected by his. definition of what this kind of person is supposed 
to be like. Vague feelings and observations about the child’s 

- behavior become anchored to the label (1973:217).

They see some advantages to the child in being labeled as 

"learning disabled" if that label replaces the.labels of "naughty,"
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the child in a "sick" role. Two features of this role are that: (I) the

sick person cannot be held responsible for being sick; and (2) he is

exempted'from performing certain normal role and task obligations. So

whatever benefits are derived from the labeling are bought at a price.

Towne and Joiner point out that certain students might find this label-.

ing or special class placement very tempting.if there were no stigma

attached. However, very few students wish to pay the high cost. They

say we should look to our culture to see what happens to people who are

considered "sick":
.

Illness is stigmatized as undesirable in a culture stressing .. 
accomplishment or productivity and considerable pains are taken 
to prevent the healthy from being tempted to become sick (1973: 
217-222).

Kline deplores what he calls "professional hypochondria," which':' 

tends to find labels for all problems children have, He says, "We are .' 

tending to discover illnesses in our students when, illness either is not 

present or is present.in such complexity that no label will prove 

adequate when we try to treat the basic problem." The danger, as 

Kline sees it, is that labels tend to stick and have possible negative 

effects on a child which were not intended nor foreseen. He concludes:■

No one denies that language itself is a system of labeling.
No one denies that individuals have needs peculiar to their 
individualities. What we constantly need to remind ourselves is 
that normal itself is a label that applies far less often than 
we’d like to belief to. the imponderable complexities of life— and 
of learners (1973:452-453). '.

"lazy," "ill-mannered," etc. However, the effects of the labeling puts "
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Sabatino (1973:17-19) warns against creating pathologies that 

do not exist; e.g., minimal brain damage. He suggests that such 

labeling is the easy way out. A more difficult task is to diagnose and 

prescribe instructional procedures which fit the individual heeds of 

children and then see that they are implemented*

Karlin (1971:1-2) sums up the conflict when he points out that 

although some investigators have identified physical and perceptual, 

intellectual, emotional, language, and experiential factors as possible . 

contributors to reading failures, there is an impressive body of 

accumulating evidehce that shows that schools have not been doing as 

good a job of teaching.as they should. When weaknesses within children 

are identified, they tend to shift blame for failure.away from schools. \ 

No matter what label is applied to a child, he still ends up in some 

teacher’s classroom, and she must find a way to teach him.

.. SUMMARY .

■Learning to read well is the key to academic success in all 

subject areas. The foundations of learning to read well are laid in the 

primary grades of elementary school. Authorities generally agree that 

if a child has not developed beginning reading skills by the.fourth 

grade, he is handicapped academically. Therefore, the teaching of 

reading is considered to be one of the most important duties of 

■elementary school teachers. Not all teachers, however, are well-
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prepared for this duty. Responsibility for this lack of ability to 

teach reading lies with many people, but certainly with those responsi

ble for teacher training, school administrators, and, especially, with 

teachers themselves.

Criticisms of reading materials, reading methods, and reading 

teachers have led to widespread revisions in reading materials and 

questioning of. methods used by teachers of reading. Many innovative 

and exemplary programs and materials have been developed in the past 

few years. However, research has shown time and again that the inter

action between a teacher and a particular child is the key to quality 

instruction in reading. One could conclude that the number of success

ful readers can only be increased by increasing the number of skillful, 

knowledgeable reading teachers.



Chapter 3

PROCEDURES

•- , ■

This chapter will deal with the procedures which were used in

conducting this study.

DESCRIPTION OF THE POPULATION . .

All fourth grade pupils, all second grade pupils, and all first 

grade pupils of the Belgrade Elementary School and the Three Forks 

Elementary School were used in the study. Approximately 55 fourth 

graders,. 92 second graders, and 166 first graders attended the two 

schools. For comparisons of achievement results from the exemplary 

method and the previous method, data was collected from the cumulative 

records of pupils who were completing the second grade and of pupils 

who were completing the fourth grade. Data for the fourth grade pupils 

was that for the end of their second grade year in.school. Fourth grade 

pupils were chosen for the investigation to assure that no practices 

inherent'in the exemplary method were in operation during their first 

two years of school. This factor of contamination could have been 

present in the methods used with third grade pupils in at least one 

school. Thd only pupils who were eliminated from-the study were those 

second, first,, ,and fourth graders whose cumulative records indicated 

that they were not enrolled in the Belgrade Elementary School and the 

Three Forks Elementary School as first and/or second graders long



enough to have the necessary test data in their cumulative records. All 

other children, regardless of physical, emotional, or mental handicaps, 

were included as. it is assumed that they are found in the normal school, 

■population.

The study was designed to minimize extraneous variables, Such a 

differences in socio-economic backgrounds, different school settings, 

different school-community relationships, different educational philoso

phies, and other variables which might be found by using.populations 

from different schools. Because the exemplary method was being used in 

all classrooms of both participating schools, it was necessary to find 

a way to provide for the control of these extraneous variables without 

going outside the two schools involved in the investigation. Using data'; 

from within the school seemed to solve this problem. The limitations ; 

of such procedures are acknowledged but seemed to present the most 

feasible method of assuring a true comparison of achievement results of., 

the exemplary and previous methods of teaching reading without disregard ■ 

of the factors which are typical of the schools involved.

All first and second grade teachers in the Belgrade Elementary 

School and the Three Forks Elementary School were involved in this
■

study. Some teachers had taught for only one or two years, while others, 

had taught up to eighteen years. All teachers, except one, had extensive

training in the Exemplary Center for Reading Instruction method of
■>

teaching reading. The training ranged from attending workshops given at
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the ECRI Center'ln Salt Lake City, Utah, to a summer workshop conducted 

by Montana State University personnel. Several of the less experienced ■ 

teachers had student teaching experience in classrooms using the exem

plary methods before beginning their first year of teaching.

The one teacher not included in the extensive training program 

described above had limited training. • Consultant services were avail- ■' 

able in her school, and she had classroom supervision’and training 

provided by the consultant. She also participated in the several.in- 

service meetings held during 1971-72 and 1972-73 school years to discuss

problems and offer further training in the innovative methods.
■ . . ■ '; ’ 

The range of education and. experience of the teachers involved; .

in this study is typical of the rural schools of the area, according to

Dr. Willis Vandiver, teacher training expert for. the exemplary program.

GENERAL QUESTIONS TO BE ANSWERED

In order to answer the questions of this study, the following 

procedures were used:

A. Data was collected from several sources in the Belgrade Elementary 

School and the Three Forks Elementary School. Test data was 

collected from the cumulative folder of each pupil used in the 

study.

I. The test for reading ability was the group administered

Stanford Achievement Test, Primary Battery II, End of the Year. ■■■
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The Stanford Achievement'Test is typical of the type used In 

elementary school testing programs, although, as Chall (1967: 

312-313) states, there is a definite need for.more accurate 

reading measurements than is provided by such a standardized 

test. The Stanford Achievement Tests are recognized as the 

patriarchs of the standardized achievement test batteries 

(Burros, 1972:25). The test has been used in numerous reading 

studies, such as the one conducted by Robert Dykstra (1966), 

recognized reading expert. Five areas of the Stanford Achieve

ment Test were used in the study: (I) word meaning; (2) para

graph meaning; (3) spelling; (4) word study skills; and (5). 

language.

The test for intellectual ability was the Otis-Lennon Mental 

Ability, Elementary I, Level J. The Otis-Lenpon Test was 

administered to all first grade pupils in each school at the . 

end of their first year. Milholland states:

. The construction and norming of this test bespeaks 
adherence to.the highest level of current standards. 
Sophisticated authorship apparently backed by the publish
er’s determination, to spare no effort or expense has 
■ resulted in a product of exceptional merit. . . . The 
lower levels of the test require no reading. A number of 
changes from the previous Otis series reflect attention to 
recent research and currently recommended practices in 
test development., The care taken to reduce the effects 
of reading handicaps on the students’ performance is 
commendable (Burros, 1972:370).



108

3. The test for reading readiness ^as the Murphy-Durrell Reading : 

Readiness Analysis. The Murphy-Durrell test is considered one 

of the better constructed readiness tests. According to Barr, 

"This is a well constructed and well standardized test." Singer 

feels that the three parts of the Murphy-Durrell (Phonemes,

Letter Names, and Learning Rate) measure more accurately the 

potential learning abilities of the. child:

The Phonemes and Learning Rate subtests are based upon 
standardized teaching-learning situations. These two sub
tests tend to overcome differences in pupil performance due 
to past experience. Moreover, they articulate well with 
two major approaches to teaching word recognition, phonics 
and sight words. The best test of readiness in learning is- 
the actual teaching situation; these two subtests of the 

■ Murphy-Durrell Reading Readiness Analysis approach this 
ideal (Burros, 1972:758-59).

4. Information about approximately ten slow learning students was. . 

gathered■ from several sources. Test results obtained from their., 

cumulative records was used, as well as other pertinent informa

tion available from this source. A structured interview with 

the teacher of each child selected for the study was made. An 

interview with each child was also conducted. Classroom obser

vations were made by the investigator. A panel of several 

qualified persons selected from an advanced graduate level 

reading supervision class at.Montana State University listened

to the taped interviews with the teachers and children in an 

attempt to identify the major problem(s) of each child. This
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procedure was used to provide an alternative method, of evaliia- 

tion to standardized testing.

5. Information about the exemplary reading program and how it has 

worked was gathered from each teacher by the investigator.

B. Hypotheses:

1. The first question was concerned with a comparison of the 

exemplary reading method and the previous method used in the 

Belgrade Elementary School and the Three Forks Elementary 

School. Test data was taken from the cumulative records of all ■ 

second and fourth graders in each school. The hypothesis stated 

for this question was that there is no significant difference 

among the five reading achievement measures of the Stanford 

Achievement Test when IQ was held constant. ■The Otis-Lennon 

Mental Ability Test was used to equate the groups as to intelli- : •

■ gence, the only variable found consistent to all groups. No 

comparison was made between achievement results of the two 

schools.

2. The second question was concerned with determining which reading.

method showed greater achievement gains for different intellee- '

tual ability levels of the pupil population in the Belgrade 
.

Elementary School and the Three Forks Elementary School. Three 

levels of ability-— low, average, and high— were divided oh the ■ 

basis of data collected from the Otis-Lennon Mental Ability Test
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results. All pupils, except the.fourth grade pupils of the

Three Forks Elementary School,, were tested with the Otis-Lennon ■■ 
. ' ■ ■ ' " ' 

at the end of their first year in school. The twenty-three

fourth grade pupils were tested at the end of their third grade

year in 1972. .Matarazzo states:

IQ’s by definition,.- that is, the way we calculate them, 
are independent of age, and so no differences may be ex
pected other than those due to sampling. Thiti makes for 
the so-called constancy of the IQ, a problem which can be 
discussed'from several points of view. Actually, the 
problem of the constancy of the IQ involves two questions: 
(.1) the reliability of the IQ test as a measuring instru
ment; and (2) the stability of the measures obtained with 
it. The two are closely related, but it is primarily with 
the latter that the problem of the constancy of the IQ is 
associated, that is, the question of whether an individual 

. retested with the same or equivalent instrument at varying 
intervals may be expected to -attain the same or roughly 
equivalent IQ. The answer to this question is much more 
difficult. Much depends on how we define the terms ’’same" 
or "roughly equivalent," that is, the range of admissible - 
differences between test and retest.IQ. Nevertheless, if 
the. IQ is to have any practical (predictive and diagnostic) 
value, one must assume and, of course, eventually demon
strate that it remains invariant for most practical deci
sions over a considerable period of time (1972:234).

All IQ scores were converted to standard scores to control for

the variation in time and age of testing.

Three hypothese were stated:

a. . No significant difference among the five reading achievement
■ •

measures will be found among low ability pupils when IQ’s 

are held constant-.

b . No significant.difference among the five reading achievement
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■c. No significant difference among the five reading achieve

ment measures will be found.among high ability pupils when 

IQ's are held constant.

3. The third question was concerned with determining if boys or 

.girls showed greater achievement gains in reading. Recent

studies show that the number of boys who have reading difficul

ties exceeds the number of girls by ten to one (Pine and Neill, 

197.0:1) . The hypothesis stated for this question is that no 

significant difference among the five reading achievement 

measures will be found for boys or for girls when IQ's are held 

constant.

4. The fourth, question was concerned with teacher ability. Does 

teacher ability have an effect on the results of achievement 

gains made by pupils engaged in the exemplary, reading program? 

Dr. Willis Vandiver, recognized reading authority and teacher 

training specialist, ranked the first and second grade teachers 

according to ability. The ten teachers were ranked according 

to the Exemplary Center for Reading Instruction's list of 

critical teacher behaviors listed in Chapter 2. Each critical 

behavior was ranked on a scale from I CVery Poor) to 5 (Very 

Well). Dr. Vandiver ranked each, teacher on three separate

measures will be found among average ability pupils when

IQ's are held constant.
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occasions. A composite score or average was determined. The 

hypothesis for this' question is that no significant difference 

among the five reading achievement measures will be found for 

able and less able teachers when the IQ’s of. the pupils are held 

constant.

5. The fifth question was concerned with determining if the length 

of teaching experience has a significant effect on pupil 

achievement. All of the teachers involved in the innovative '■ 

program had some specialized training before attempting to use 

the exemplary method of teaching reading. However, some teachers 

had one or two years of experience, while others had taught up .. 

to eighteen years. Does the length of teaching experience have

a significant effect on pupil achievement when other variables 

are controlled? Preliminary investigation determined that, some- 

teachers who had taught one, two, or three years were ranked as 

inexperienced. All other teachers who had taught six to 

eighteen years were ranked as experienced. The hypothesis stated 

for this question is that no significant difference among the 

five reading achievement measures will be found for experienced 

or inexperienced teachers when IQ’s are held constant.

6. Several research, studies have indicated that scores on all or 

part of the Murphy-Durrell Reading Readiness Analysis are a 

better predictor of reading success than IQ scores. The



113

Exemplary Center for Reading Instruction has found that a 

knowledge of letter names was the greatest predictor while the

total score of the test correlated significantly with end-of-the-
' '

year reading achievement scores (Reid, 1971). The twenty-seven 

USOE first grade reading studies found that knowledge of letter 

names was the best predictor of reading success (Bond, 1966). 

Chall1S (1967) review of seventeen studies indicated that . 

related knowledge of the letters and/or letter-sound relation

ships ,and reading achievement are correlated.. A correlation 

study was run between the Murphy-Durrell and the Stanford

Achievement Test; a correlation study was run between the
■

Stanford.Achievement Test and I.Q. measures. Multiple regres- ' 

sion statistical procedures were used to see if one variable 

is a better predictor than another variable.

7. Question seven was concerned with a sample of slow learning 

children from the Belgrade Elementary School and the Three Forks 

Elementary School. Is there a set of variables common and 

charabteristid to all of these children? An attempt to answer 

this question was based on the data collected by the methods 

outlined in Part A, Number 4.

8. Question eight dealt with how the teachers who had taught using 

both methods of teaching reading rate the exemplary program as 

compared .to the previous method used in their school. Are
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there major differences in the exemplary method when it is 

compared to the previous method? Subjective.comments from the 

teachers were solicited through personal interviews conducted 

by the investigator.

The analysis of the data collected to answer the above eight 

questions.is presented in Chapter 4 of this study.' .



Chapter 4

ANALYSIS OF DATA 

INTRODUCTION

In Chapters I through 3, the investigator outlined the problems 

to be investigated, reviewed the literature pertinent to the investiga

tion, and explained the procedures by which the investigation was 

conducted. 'In this chapter, the results of the investigation will be 

will be reported in eight sections: (I) a comparison of reading achieve

ment under the. exemplary method and the previous method of reading 

instruction in the Belgrade Elementary and Three Forks Elementary 

Schools; (2) a comparison of which reading method, exemplary or 

previous, showed greater achievement gains for pupils of different 

intellectual ability levels; (3) a comparison of reading achievement 

for boys and for girls taught by the exemplary method; (4) a comparison . 

of reading achievement gains for pupils taught by teachers judged to he . 

able and less able to practice the six critical teacher behaviors 

identified by the Exemplary Center for Reading Instruction; (5) a 

comparison of achievement of pupils taught by experienced and inexperi

enced teachers; (6) a comparison of the predictive value of intelligence 

test scores versus the Murphy-Durrell Reading Readiness Analysis for 

achievement; (7) a case study analysis of ten slow,learning pupils; and 

(8) a comparison of the exemplary method and the previous method of
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teaching reading as made by teachers who had taught using both methods.

 ̂ ■ '■ ■■ ,  /

A COMPARISON OF ACHIEVEMENT FOR THE EXEMPLARY AND 
PREVIOUS METHODS

Test data on intellectual ability and achievement was taken 

from the cumulative records of all second grade pupils and all fourth 

grade pupils who had attended the Belgrade Elementary and Three Forks 

Elementary Schools during their first and second grade years. Data 

from the cumulative records of the fourth grade pupils was that 

recorded at the end of their second grade year. The mobility rate of 

children in the two schools caused the removal of approximately twenty-^ 

five fourth grade pupils from this study. These children had entered . 

the school systems sometime after their second year of school.

The Stanford Achievement Test, Primary Battery H , End of'the'- 

Year, was the achievement test used in the Three Forks School. The 

Stanford Achievement Test, Primary Battery II, Middle of the Year, 

was the achievement test used in the Belgrade Elementary School. Raw 

scores were converted to z scores, making results comparable from test 

to test. Nunnally (1959:46) observes that this procedure removes any 

time discrepancies in results and makes possible the comparison of 

scores from test to test. Five areas of the Stanford Achievement Test 

were used in this comparison of the exemplary method with the previous 

method. They were: (I) word meaning; (2) paragraph meaning; (3)

spelling; (4) word study skills; and (5) language. .
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The Qtls-Lenrion.-Mental Ability. Test, Elementary I, Level J,- was

"  ^  '  ■ r . - . - '  ' ' ;  ' ■ '  ■ ‘ r  - ‘ .administered at the end of the first grade, for all pupils, except; the 

twenty-three fourth grade pupils of the Three Forks Elementary School. 

The test scores used for these pupils were obtained at the end of their 

third year in school. Matarazzo (1972:234) contends that the constancy 

of the I.Q. lets one assume that intelligence remains invariant for 

most practical decisions over a considerable length of time.

The hypothesis stated for this question was that there is no 

significant difference among the five reading achievement measures of 

the Stanford Achievement Test for the exemplary and previous methods of 

teaching reading when I.Q. 's were held constant. Analysis of covari

ance statistical techniques were used to control or adjust for the

effects , of the differences in pupil intelligence. The . 05'significance, ■ 

level was selected because of its common acceptance for behavioral and •■ 

educational testing (Barnes, 1964:81; Ferguson, 1966:164).

Table I, page 118, presents the analysis of covariance for I.Q. -. 

and Word Meaning. Since the computed value of F=3.3559- is less than the 

critical value of F=3.84, the hypothesis, of no significant difference 

in achievement was not rejected.

Table 2, page 119, presents the analysis of covariance for I.Q. 

and Paragraph- Meaning. Since the computed value of F=.3026 was less 

than the critical value of F=3.84, the hypothesis of no significant 

difference in achievement was not rejected.



Table I

Analysis of Covariance Between Grades for Word Meaning

N r.q. Actual Mean Adjusted Mean

Second Grade /  ' 92 99.05 5.75 ■ • ' ' 5.95 .

Fourth Grade 55 .108.18 5.67 5.32 .

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Exy E y 2 Degrees
of

Freedom
Mean
Square

Between Grades I 2867.00 . -24.31 .21 — — ee e ■ ■: •

Among Students in 
Like Gra.de s .

145 14466.00 869.56 535.36 483.09 144 3.35

Total. 146 ■ 17333.00 ■ 845.25 535.57 494.35 . 145

Difference for testing among adjusted treatment/means 11.26 I 11.26

F =  3.3559
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Table 2

Analysis of Covariance Between Grades for Paragraph Meaning

N I.Q. Actual Mean Adjusted Mean
Second Grade . 92 99,05 5.33 ' ' 5.56
Fourth Grade 55 108.18 ' 5.76 5.37

■ ■ ■
Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Zx2 Zxy Zy2 Degrees
of

Freedom
Mean
Square

Between Grades I • 2867.00 137.50 6.59 " - - — — — — ■ •— «

Among Students in. 
Like Grades

145 14466.00 989.75 542.15 474.43 144 3.29

Total 146 ' 17333.00 1127.25 548.74 475.43 • 145

Difference for testing among adjusted treatment/means 1.00 I 1.00

F 3026
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Table 3, page '121, presents the analysis of covariance for I.Q. 

and Spelling. Since the computed value of F=6.67 is greater than the 

critical value of F-3.84, the hypothesis of no significant difference 

in achievement was rejected.

Table 4, page 122, presents the analysis of covariance for 1.0.

and Word Study Skills.. Since the computed value of F-1.71 is less than I

the critical value of F-3.84, the hypothesis of no Significant differ- v

ence in language achievement was not rejected.
' . • - 

Table 5, page 123, presents the analysis of. covariance for I.Q.

and Language. Since the computed value of F=.3908 is less than the.

critical value of F-3.84, the hypothesis of no significant difference .

in language achievement was not rejected.

Discussion of Results

The analysis of covariance for I.Q. and achievement among the 

five measures of reading of the Stanford Achievement Test used to ' 

compare achievement under the exemplary method and the previous method 

showed no significant difference, except in the measure of spelling 

achievement. The spelling of words introduced as reading vocabulary 

is a major difference in the two methods of teaching reading.. The 

writing of the appropriate letters is a vital part of ..teaching graphemic- 

phonemic relationships. Children are taught to recognize and write 

letters simultaneously. From this beginning, they advance to writing 

words, phrases., and whole sentences. Dictation and spelling exercises .



Table 3

Analysis of Covariance Between Grades for Spelling

N I.Q. Actual Mean Adjusted Mean

Second Grade ■ 92 99.05 6.57 . ' . 6.72*

Fourth Grade 55 108.18 6.15 5.89

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

.Freedom Sx2 Exy Zy2 , v2-_(£xy.)2
I=2

Degrees
of

Freedom
Mean
Square

Between Grades I 2867.00 -131.88 6.07 — — —

Among Students in 
Like Grades

145 14466.00 651.76 457.46 428.08 144 2.97

Total 146 17333.00 ’ 519.88 463.53 447.92 . 145 - --- .

Difference for testing among adjusted treatment/means 19.84 I 19.84

F = 6.67

* Significant beyond .05 level
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Table 4

Analysis of Covariance Between Grades for Word Study Skills

N I.Q. Actual Mean Adjusted Mean

- Second Grade/. - , 92 ?5 .05 . 5.40 5.55 '

Fourth Grade 55 . - 108.18 6.24 5.98

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Zx2 Zxy Z y 2 Degrees
of

Freedom
Mean
Square

Between Grades -I 2867.00 262.06 23.95 — — — — -----

Among Students in 
Like Grades

145 14466.00 645.69 470.05 441.23 144 3.06

Total 146 17333.00 907.75 494.00 446.46 . 145

Difference for testing among adjusted treatment/means 5.23 I 5.23

F = 1.71
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Table 5

Analysis of Covariance Between Grades for Language

N O’M Actual Mean Adjusted Mean

Second Grade 90 . . 98.98 5,77 5.91

Fourth Grade 55 108.18 5.94 5.71

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom E x 2 Exy E y 2 Degrees
of

Freedom
Mean
Square

Between Grades ' I 2892.00 56,19 1.09 - “ — -.--

Among Students in 
Like Grades 143 14429.00 604.13 466.94 441.64 14.2 3.11

Total 144. 17321.00 660.32 468.03 442.86 143 - - - -

Difference for testing among adjusted treatment/means 1.22 I' 1.22

F = .3908
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based on reading vocabulary are a daily occurrence in the classrooms of : 

teachers using'the exemplary method.

Although there was no significant difference in language 

achievement for the exemplary and the previous methods, no loss of 

language achievement was evident. With the exemplary method, language, 

skills such as capitalization, sentence structure, and punctuation are' 

taught as part of the regular dictation and spelling exercises based oh 

reading vocabulary. Nb other textbooks or materials are used for 

language skills development. The areas of the language arts— reading, 

writing, spelling, listening, and speaking— are closely tied together 

in the exemplary method with the programmed reading materials and 

teacher-planned activities providing the basis of instruction in all 

areas. Language achievement is apparently not being weakened by this 

approach to instruction.

Summary

The comparison of reading achievement for the exemplary and 

previous methods of teaching reading showed a significant difference in ' 

spelling achievement for pupils taught by the exemplary method.

Language achievement was maintained, even though the use of language 

textbooks and.materials had been dropped and language instruction was 

based on reading vocabulary.
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A COMPARISON OF ACHIEVEMENT FOR DIFFERENT 
LEVELS OF ABILITY

This question of the investigation was concerned with determin

ing which method of teaching reading, exemplary or previous, showed the 

greater achievement gains among the measures of reading achievement of 

the Stanford Achievement Test for different intellectual ability levels. 

The second and fourth grade pupil populations were divided into three 

ranks of intellectual ability: low, average, and high. The boundaries

of the three ranks were arbitrarily set by the investigator but followed 

the ranking devised by Wechsler (1949:16). Intelligence scores of 115 

and higher were considered as high ability level; from 90 to 114, as 

average intellectual ability level; and from 89 and below as low intel

lectual ability level. Eighteen of the fifty-five fourth grade pupils 

and ten of the ninety-two second grade pupils had I.Q.'s which placed 

them into the high ability level. Thirty-seven of the fifty-five 

fourth grade pupils and seventy of the ninety-two second grade pupils 

had I.Q.'s which placed them into the average ability.level. So few 

fourth grade children had I.Q.'s which fell into the low ability level 

that this part of the question was discarded. The investigator 

believed that the small sample size of one fourth grade pupil whose 

I.Q. fell into the low level would nullify any comparative results, 

obtained. There were, however, twelve of the second grade pupils used 

in this study who had I.Q.'s which fit into the low ability level. In
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general, the I.Q. mean's for the second grade pupils |were lower than 

I.Q. means for the fourth grade pupils in all ranks.

The hypothesis stated for this question was that there is no 

significant difference among the five achievement measures of the 

Stanford Achievement Test for the exemplary and previous method of 

teaching reading for average and for high levels of Intellectual 

ability. Analysis of covariance statistical techniques.were used.

Table 6, page 127, presents the analysis of covariance for 

average I.Q. and Word Meaning. Since the computed value of .F-1.3390 is 

less than the critical value of F-3.84, the hypothesis of no significant 

difference in word meaning achievement for average ability pupils 

taught by the exemplary and the previous method was not rejected.

Table 7, page 128, presents the analysis of covariance for high 

I.Q. and Word Meaning. Since the computed value of F-2.4833 is less 

than the critical value of F-3.84, the hypothesis of no significant 

difference in word meaning achievement for high ability pupils taught 

by the exemplary and the previous method was not rejected.

Table 8, page 129, presents the analysis of covariance for 

average I.Q. and Paragraph Meaning. Since the computed value of F-.0442 

is less than the critical value of F-3184, the hypothesis of no signifi

cant difference in paragraph meaning achievement for average ability 

pupils taught by the exemplary and previous method was not rejected.■

Table 9, page 130, presents the analysis of covariance for



Table 6

■ N I.Q. Actual Mean Adjusted Mean

Fourth Grade 37 - 103.38 5.35. 5.20 .

Analysis of Covariance Between Grades of Average I.Q . for Word Meaning

Second Grade 70 % >.19 . 5.59 - ■ 5.67

Source Degrees Sum.of Squares and Products Deviations About Regression
of

Variation
of

.Freedom I x 2 Sxy S y 2 Ey2.<2H>i
Sx

Degrees
of

Freedom .
Mean
Square

Between Grades of 
Average I.Q.

i 425.00 - 23.79 1.33 --- --- —

Among Students 
in Methods

105 5296.00 296.47 399.42 382.82 104 3.68

Total 106 5721.00 272.68 400.75 387.75 ■ 105 —

Difference for testing among adjusted treatment/means 4.93 I 4.93

F = 1.3390

127



Table 7

Analysis of Covariance Between Grades of High I.Q. for Word Meaning

N I.Q. Actual Mean Adjusted Mean

Fourth Grade 18 118.06 6.33 6.27

Second Grade 10 116.20 7.10 7.26

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Ex* Exy E y 2 Degrees
of

Freedom
. Mean 
Square

Between Grades 
of High. I.Q.

I 22.06 - 9,14 3.78 — — — --* ”

Among Students 
in Methods

26 . 718.63 69.47 62.90 56.18 25 . 2.25

Total ■ 27 740.69 60.33 66.68 61.77 . 26

Difference for testing among adjusted treatment/means 5.59 I 5.58

F = 2.4833
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Table 8

Analysis of Covariance Between Grades of Average I.Q. for Paragraph Meaning

N- I.Q. Actual Mean Adjusted Mean

Fourth Grade ■' 37 . 103.38 ■ , 5.41 : 5.24

Second Grade 70 99.19 5.24 5.33

Source Degrees . Sum of Squares and. Products Deviations About Regression
of

Variation
of

Freedom Zx2 Sxy Sy2 Degrees
of

Freedom
Mean
Square

Between Grades ■ 
of Average I.Q.

i 425.00 16.49 .64 — — — -- —

Among Students 
in Methods

105 5296.00 313.17 399.79 381.27 104 3.67

Total 106 5721.00 329.66 400.43 381.43 105 —

Difference for testing among adjusted treatment/means .16 I .16

F = .0442
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Table 9

Analysis of Covariance Between Grades of High I.Q. for Paragraph Meaning

N I.Q. Actual Mean Adjusted Mean

Fourth'Grade. • 18: ■ - IisiOe • 6.50 ■ 6.42 .

Second Grade 10 .116 .20 6.70 6.84

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Zx2 Zxy Z y 2 Sr2- V 2
Degrees
of

Freedom
Mean
Square

Between Grades 
of High I.Q.

I 22.06 - 2.39 .26 — ---

Among Students 
in Methods

26 718.63 83.10 68.60 58.99 - 25 2.36

Total . 27 . 740.69 80.71 68.86 60.06 - . 26

Difference for testing among adjusted treatment/means 1.07 I 1.07

F =..4540
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high I.Q. and Paragraph Meaning. Since the computed value of F-.4540

. ' "  . ■ ■ . V-. ■ i ,  : V  V
is less.than the critical value of F=3.84, the hypothesis of rid signifi

cant difference in paragraph meaning achievement for high ability pupils 

taught by the exemplary and previous methods was not rejected.

Table IOi ’page 132, presents the analysis of covariance for 

average I.Q. and Spelling. Since the computed value.of F=2.2864 is 

less than the critical value of F=3.84, the hypothesis of no significant 

difference in spelling achievement for average ability pupils taught by 

the exemplary and previous methods was not rejected.

Table 11, page 133, presents the analysis of covariance for 

high I.Q. and Spelling. Since the computed value of F=8.3957 is greater 

than the critical value of F=3.84, the hypothesis of no significant 

difference in spelling achievement for high ability pupils taught by 

the exemplary and the previous methods was rejected.

Table 12, page 134, presents the analysis of covariance for 

average I.Q. and Word Study Skills. Since the computed value of F= 

1.16107 is less than the critical value of F=3.84, the hypothesis of no 

significant difference in word study skills achievement for average 

ability pupils taught by the exemplary and previous methods was not 

rejected.

Table 13, page 135, presents the analysis of covariance for 

high I.Q. arid Word Study Skills. Since the computed value of F=.4031 is ■ 

less than the. critical value of F=3.84, the hypothesis of no significant



Table 10 . ■

Analysis of Covariance Between Grades of Average I.Q. for Spelling

N I.Q. Actual Mean Adjusted Mean

Fourth ■ Grade . ■ 37 " 103.38 . 6.03 5.90

Second Grade 70 99.19 6.41 6.48

Source Degrees
of

Freedom

. Sum of Squares and Products Deviations About Regression
of

Variation Exy Ey2 Degrees
of

Freedom
Mean
Square

Between Grades 
of Average I.Q.

I 425.00 - 39.31 3.63 —  — — —

Among Students . 
in Methods

105 5296.00 249.25 359.96 348.23 104 3.35

Total 106 ■ 5721.00 1 209.94 363.59 355.89 . 105 —--

Difference for testing among adjusted treatment/means 7.66 I 7.66

F =2.2864
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Table 11

Analysis of Covariance Between Grades of High I.Q. for Spelling

N I.Q. Actual Mean Adjusted Mean

Fourth"Grade . 18 ' 118.05 6.39 6.34

Second Grade 10 116.20 7.70 7.80*

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Ex2 Exy Ey2
Degrees
of

Freedom
Mean
Square

Between Grades 
of High I.Q.

I 22.06 - 15.64 11.05 —- — — ~

Among Students 
in Methods .

26 718.63 58.21 44.38 39.66 25 1.59

Total 27 ' ; : 740.69 42.57 55.43 ' ' 52.98 . .26 --—

Difference for testing among adjusted treatment/means 13.32 I 13.32

F = 8.3957

* Significant beyond .05 level
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Table 12

Analysis of Covariance Between Grades of Average I.Q. for Word Study Skills

•N I.Q. Actual Mean ■Adjusted Mean

Fourth Grade 7 ' 37 103.38 ' 5 . 9 7  ■ 5.90 I

Second Grade 70 C39.19 5.36 5.40

Source Degrees Sum of Squares and Products ■ Deviations About Regression
of

Variation
of

Freedom Sx2 Exy Ey2 sy2- - ^Ex^
Degrees 
• of
Freedom

Mean
Square

Between Grades■ 
of Average I.Q.

I 425.00 62.50 9.18 --- —

Among Students 
in Methods

105 5296.00 148.74 363.04 358.87 104 3.45

Total 106 . 5721.00 . 211.24 372.22 364.43 .. 105 — — - —

Difference for testing among adjusted treatment/means 5.56 I
;>
5.56

F = 1.6107
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Table 13

Analysis of Covariance Between Grades of High I.Q. for Word Study Skills

N I.Q. Actual Mean Adjusted Mean

Fourth Grade 

Second Grade
: 18 

10

118.05

116.20

6.78

6.20

6.70

6.38 ■■ "

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Z=Z Zxy Zy^ Degrees
of

Freedom
Mean
Square

Between Grades - 
of High I.Q.

I 22.06 6.89 2.15 mm — - — — — —

Among Students 
in Methods

26 718.63 82.82 60.71 51.17 25 2.05

Total 27 740.69 . 89.71 62 i 86 51.99 - 26

Difference for testing among adjusted treatment/means ,82 I .83

F = .4031
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' difference in word study skills achievement for high ability pupils 

taught by the exemplary and previous methods was not rejected.

Table 14, page 137, presents the analysis of covariance for 

average I.Q. and Language. Since the computed value F=.1278 is less 

■than the critical value of F=3.84, the hypothesis of no significant 

difference in language achievement for average ability pupils.taught . 

by the exemplary and.previous methods was not rejected.

Table 15, page 138, presents the analysis of covariance for 

high I.Q. and'Language. Since the computed value of.F=.5161 is less 

than the critical value of F=3.84, the. hypothesis of no significant 

difference in language achievement for high ability pupils taught by ■ 

the exemplary and previous methods was not rejected.

Discussion of Results

In only one instance was the hypothesis of no significant 

difference in achievement of average and high I.Q. pupils taught by the 

exemplary and previous methods rejected. The spelling achievement for 

high ability pupils taught by the exemplary method was significantly 

greater than for high ability pupils taught by. the previous method. One 

of the major differences between the exemplary and previous methods is 

the removal of restrictive grade level limitations for high ability 

pupils. They are allowed to progress through the programmed reading 

materials as rapidly as they are able and. still maintain high levels of 

mastery. By the end of their second year in school many of these pupils



TabIe 14

Analysis of Covariance Between Grades of Average I.Q. for Language

N . I.Q. Actual Mean Adjusted Mean

Fourth Grade ■ —  . 37 .... 103.38 .5,81 ... , 5,66 '

Second Grade 68 99.09 5.65 5.73

Source Degrees Sum of Squares and Products Deviations. About Regression
of

Variation
of

Freedom Zx2 E xy Ey2 Degrees
of

Freedom
Mean
Square

Between Grades ■ 
of Average I.Q.

I 441.00 16.83 .64 — --- ■.

Among Students 
•in Methods

103 5261.00 277.77 335.21 320.54 102 3.14

Total- 104 ,5702.00. 294.60 : 335,85 . 320.63 .103 -----

Difference for testing among adjusted treatment/means .09 I .09

F = .0278
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Table 15

Analysis of Covariance Between Grades of High I.Q. for Language

N i.Q. Actual Mean Adjusted Mean

'Fourth Grade 18 . •118.06 .6.22 • 6.15

Second Grade • 10 \ 116.20 6.50 6.63

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Z x 2 Zxy Z y 2 V y Z-(Ixy)2 
= ? Ix2

Degrees
of

Freedom.
Mean
Square

Between Grades 
of High I.Q.

I 22.06 - 3.32 . .50 — ' ---

Among Students 
in Methods

.26 718.63 77.78 '77.61 69.19 ■ 25 2.77 ■

Total 740.69 74.46 .78.11 70.62 ■ 26 —

Difference for testing among adjusted treatment/means 1.43 I 1.43 ■

F = .5161
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are well into third grade level reading materials. . Because spelling

- s  - : / ! >>..■■■ i . : . .

instruction is tied so closely to reading vocabulary, this fact may 

account for part of the difference in spelling achievement between the 

two methods.

Summary

The comparison of the achievement of pupils of different ability 

levels taught by. the exemplary and previous methods showed a significant 

difference in spelling achievement for high ability pupils taught by the 

exemplary method. There were no significant differences in any Other 

measure of achievement for average or high ability pupils.

■ A COMPARISON OF ACHIEVEMENT FOR BOYS VERSUS GIRLS

Investigators claim that boys who have reading problems outnumber 

girls with reading problems ten to one (Pine and Neill, 1970:1). Some 

reading authorities believe that the methods and materials used in 

teaching reading are. better suited to girls than to boys. The stories 

are of a nature which appeal more to girls' interests and the teaching 

techniques used are more suitable for girls. Cultural differences in 

rearing boys and girls are believed to contribute to the difficulties 

boys have in learning to read (Spache, 1972:17-18).

Analysis of covariance statistical techniques were used to 

determine if the exemplary method of teaching reading showed a signifi

cant difference in achievement for boys and for girls when I.Q.s were
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held constant. ■ All first and second grade pupils of,the Belgrade

. . : ::
Elementary and Three Forks Elementary Schools were used in the study.; ; ; , : v • .
The measures of achievement in reading were among the five subtests of 

the Stanford Achievement Test. The hypothesis stated for this study 

was that no significant difference in achievement among the five measures 

of achievement for boys and for girls when I.O.'s are held constant.

Table 16, page 141, presents the analysis of covariance for 

boys versus girls and Word Meaning. Since the computed value of F=.7700 

is less than the critical value of F=3.84, the hypothesis of no signifi

cant difference for boys and girls in word meaning achievement was not 

rejected.

Table 17, page 142, presents the analysis of covariance for 

boys versus girls and Paragraph Meaning. Since the computed value of 

F=4.9131 is greater than the critical value of F=3.84, the hypothesis 

of no significant difference in achievement-for boys and girls was 

rejected. The achievement of girls in paragraph meaning was significantly 

higher than that- of boys.

Table 18,.page 143, presents the analysis of covariance for 

boys versus girls and Spelling. Since the computed value of F=.6910 is 

less than the critical value of F=3.84, the hypothesis of no significant 

difference.in achievement for boys and girls was ndt rejected.

Table 19, page 144, presents, the analysis of covariance for boys 

versus girls and Word Study Skills. Since the computed value of F=l.1878



Table 16

Analysis of Covariance Between Boys and Girls for Word Meaning

N I.Q. Actual Mean Adjusted Mean

Boys . .118 102.06 5.92 5.93

Girls 103 102.71 . ' - 6.17 ' 6.15 ■

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Zx2 Zxy . zy2- Degrees
of

Freedom
Mean
Square

Between Sexes I 23.00 8.88 3.43 — —- -----

Among Students, 
in Word Meaning

219 27383.00 1412.62 801.35 728.48 218 3.34

Total 220 ‘ 27406.00 1421.50 804.78 731.05 . 219

Difference for testing among adjusted treatment/means 2.57 I 2.57

F = .7700
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Table 17

Analysis of Covariance Between Boys and Girls for Paragraph Meaning

N I.Q. Actual Mean • " Adjusted Mean

Boys ' 118 V  102,06 5.36 ‘ 5.38

Girls 103 . 102.71 " 5 .94 5.92*

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation .
of

Freedom E x 2 Exy Ey2 Degrees
of

Freedom
Mean
Square

Between Sexes I. 23.00 . 20.63 18.33 -- - — — — —• —

Among Students in 
Paragraph Meaning

219 27383.00 1798.75 814.98 696.83 218 3.20

Total 220 27406.00 1819.38 833.31 712.53 . . 219 —

Difference for testing among adjusted treatment/means 15.70 I 15.70
. :

F = 4.9131

* Significant beyond .05 level



Table 18

Analysis of Covariance Between Boys and Girls for Spelling

N I.Q. Actual Mean. Adjusted Mean

Boys 118 - 102.06 ... .6.16 6.17

Girls 103 102.71 6.38 6.36

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Sx2 Exy Ey2 Degrees
of

Freedom
Mean
Square

Between Sexes I 23.00 7.81 2.61 — — — -—

Among Students 
in Spelling

219 27383.00 1168.25 674.18 624.33 218 . 2.86

Total 220 27406.00 . 1176.06 676.79 626.31 , 219 . ■ ----

Difference for testing among adjusted treatment/means 1.98 I 1.98

F = .6910
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Table 19

Analysis of Covariance Between Boys and Girls for Word Study Skills

N

Boys ■ ■ ■ -118
:

Girls 103

■ I.Q.

10.2.06-

102.71 -

Actual Mean■ 

5.99 

6.28

Adjusted Mean 

6.00 
6.27

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom M X to
.

Txy Ty2 Degrees
of

Freedom
Mean
Square

Between Sexes" i 23.00 10.38 4.63 — ----

Among Students in 
Word Study Skills

219 27383;00 1108.56 745.83 . 700.95 218. 3.22

Total. 220 27406.00 1118.94 750.46 • 704.77 ' 219 . -----

Difference for testing among adjusted treatment/means 3.82 I 3.82

F = 1.1878
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is less than the critical value of F= 3.84, the hypothesis of no signifi

cant difference in achievement for boys and girls was not rejected.

Table 20, page 146, presents the analysis of.covariance for 

boys versus girls and Language. Since the computed value of F=.1393 is 

less than the critical value of F=3.84, the hypothesis of.no significant 

difference in achievement for boys and girls was not. rejected.

Discussion of Results

.In only one test, .paragraph meaning * did the achievement of boys 

and girls differ significantly. The higher achievement of girls in this 

test might be due to the method of teaching reading or to extraneous 

variables not. controlled in this study. Variables which might affect 

achievement in paragraph meaning could be sex differences in reading 

interest, maturity rates, language ability, or cultural expectations. 

Norvell (1958) found that sex differences exist between boys and girls 

in what they find interesting reading materials. However, HUus (1964) 

found that.few differences exist before the age.of nine. Since the 

children used in this study were younger than nine, years of age, 

different reading interests might account for only minor differences in 

attending to the meaning of a paragraph selection.

Girls seem to be more physically mature than boys during the 

age range found in first and second grade (Karlin, 1971:77). Girls 

perform better on auditory discrimination tasks than do boys at this, 

age level (Dykstra, 1966:5-34). ■ Superior language development and



Table 20 .

Analysis of Covariance Between Boys and Girls for Language

N I.Q. ' Actual Mean Adjusted Mean

Boys , 116 . 102.05 6.28 • ' . .6.29

Girls 103 102.71 ' 6.40 6.38 '

Source Degrees 'Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Zx2 Zxy Zy2 Degrees
of

Freedom
Mean
Square

Between Sexes I 23.00 4.38 .81 -- -— —  —  —  —

Between Students 
in Language

217 27370.00 1304.38 755.86 693.69 ' 216 3.21

Total ■ ■ 218 27393.00 1308.76 756.67 694.14 . . 217 *---

Difference for testing among adjusted treatment/means .45 .1 .45

F = .1393
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reading achievement have been found to be positively, related (Strickland, 

1962). Chomsky (1972:28) found that language development takes place in 

stages much like the physical maturing process. If girls develop faster 

in language usage as they apparently do in physical maturity and
V; "

auditory discrimination, differences in achievement could be due to this 

factor. Understanding and getting meaning from a paragraph would require 

a higher development of language abilities than word meaning.

Since there is little or no difference in reading achievement 

for boys and girls in European cultures, the differences noted in 

American boys and girls may be due to our cultural conditioning (Spache, ■ 

1972:17-18). ■

Summary -■ ’

The comparison of achievement of girls versus boys taught by the 

exemplary method’showed girls achieving significantly higher In para

graph meaning. This difference in reading achievement might be 

attributed to the method of teaching reading. However,. a more likely, 

explanation is that extraneous variables such as cultural conditioning 

might be responsible for the difference.

ABLE M D  LESS. ABLE TEACHERS M D  PUPIL ACHIEVEMENT

The staff of the Exemplary Center for Reading Instruction has
■£ "identified six behaviors which they consider critical to the successful 

teaching of reading. These are: (I) identifying for the learner what
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Tie is to learn and how he is to learn it; (2) presenting information and 

teaching skills efficiently, rapidly, and sequentially; (3) eliciting 

responses from low- or non-responding pupils; (4) motivating pupils to 

remain at a task until it is mastered; (5) rewarding pupils for mastery; 

and (6) reducing the amount of time the slower students require to 

learn a task, e.g., by using multiple response techniques.

The purpose of this study was to determine if teachers judged to 

be more able to practice the six critical behaviors effected significant 

differences in achievement among pupils when I.Q.'s were held constant. 

Dr. Willis Vandiver, recognized reading authority, scored the ten 

first and second grade teachers using the exemplary method on their 

ability to perform these critical behaviors. The scoring was done on 

three different occasions over a time span of four weeks. The ranking 

was done on a scale from Very Poor (I) to. Very Well (5). Averages of 

the three scores for each behavior were computed. A .teacher might be 

ranked "able" on one critical behavior and "less able" on another 

behavior. . Teachers who averaged 4 and above were designated as "able"; 

those who averaged less than 4 were designated as "less able."

The.hypothesis stated for this question was that there is no 

significant difference■among the five reading achievement measures. of 

the Stanford Achievement Test for pupils taught by "able" and "less 

able" teachers when I.Q.'s are held constant. Analysis.of covariance 

statistical techniques were used to control the effects of differences
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in pupil intelligence. • , "

Table 21,' page 150, presents the analysis for Critical Behavior. 

Number One and; Word Meaning. Since the computed value of F=Il.5696 is 

greater than the critical value of F=3.84, the hypothesis of no
"  . v . '

significant difference in achievement among pupils taught by able and . 

less able teachers was rejected.

Table 22, page 151, presents the analysis of covariance for 

Critical Behavior Number One and Paragraph Meaning. Since the computed 

value of F=4.3920 is greater than the critical value of F=3.84, the 

hypothesis of ho significant difference in achievement among pupils 

taught by able and less able teachers was rejected.

Table 23, page 152, presents the analysis of covariance for 

Critical Behavior Number One and Spelling. Since.the computed value of 

F=4.2855 is greater than the critical value of F=3.84, the hypothesis of 

no significant difference in achievement among pupils taught by able 

and less able teachers was rejected.

Table 24,. page 153, presents the analysis of covariance, for 

Critical Behavior Number One and Word Study Skills'. ■ Since the computed 

value of F=40.2402 is greater than the critical value, of F=3.84,. the

hypothesis of no significant difference in achievement among pupils
• • ■ ' ,• ■ 

taught by able and less able teachers was rejected. •

Table 25, page 154, presents the analysis of covariance for

Critical Behavior Number One and Language. Since the computed value of



Table 21 .

-Analysis of Covariance for Critical Behavior I and Word Meaning Test

N I.Q. Actual Mean Adjusted Mean

Able Teachers 96 101.21 6.60 6.56*

Less Able Teachers 70 99.37 5.53 • 5.97

Source
of

Variation

Degrees Sum of Squares and Products Deviations About Regression
of

Freedom Ex2 Zxy Zy2 Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

i 136.00 80.00 . 46.83 — — —

Among Critical 
Behaviors

164 19909.00 1237:19 600.41 523.52 163 3.21

Total 165 20045.00 1317.19 647.24 . : 560.68 .164 —

Difference, for testing among adjusted treatment/means 37.16 I 37.16

F = 11.5696.

* Significant beyond .05 level
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Table 22

Analysis of Covariance for Critical Behavior I and Paragraph Meaning

N I.Q. Actual Mean Adjusted Mean

Able Teachers 96 101.21 . 5.90 5.84*

Less Able Teachers 70 ' 99.37 5. 17 , 5.25

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Zx2 Zxy Zy2
Degrees
of

Freedom
Mean 
Square .

Between Teacher 
Groups

I ' 136.00 53.81 21.25 --- —

Among Critical 
Behaviors

'164 19909.00 1423.69 626.90 525.09 .163 3.22

Total 165 20045.00 1477.50 648.15 539.24 . 164

Difference for testing among adjusted tfeatment/means 14.1-5 I . 14.15.

F,= 4.3920

* Significant beyond .05 level
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Table 23

Analysis of Covariance for Critical Behavior I and Spelling Test

N i.Q. Actual Mean Adjusted Mean

Able Teachers 96 101.21 6.57 ■ . 6.53*

Less Able Teachers 70 99.37 5.93 5.98

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Zx2 Exy Ey2 Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

I 136.00 47.94 16.80 —- — --- -

Among Critical 
Behaviors

164 19909.00 1036.44 514.14 460.18 163 2.82 .

Total ' ■ ’ ■ 165 20045.00 1084.38 530.94 ■ 472.28 ;■ . 164 l- ---

Difference for testing among adjusted treatment/means 12.10 I 12.10

F = 4.2855

* Significant beyond .05 level
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Table 24

Analysis of Covariance for Critical Behavior I and Word Study Skills Test

Able Teachers

N

■. 96

I.Q.

101.21

Actual Mean 

6.81

Adjusted Mean 

6.79*

Less Able Teachers 70 99.37 5.10 5.14

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Zx2 Zxy Zy2
Degrees
of

- Freedom
Mean
Square

Between Teacher 
Groups

I 136.00 127.31 118.72 --- ---

Among Critical 
Behaviors

164 19909.00 701.19 466.93 442.23 163 2.71

Total . 165 20045.00 828.50 585.65 551.40 164

Difference for testing among adjusted treatment/means 109.17 I 109..17

F = 40.2402
* Significant beyond .05 level
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Table 25

Analysis of Covariance for Critical.Behavior I and Language Test

N I.A. Actual Mean Adjusted Mean

Able Teachers 94 101.18 7.10 *
7.05

Less Able Teachers 70 . 99.37 5.61 5.68

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Zx2 Exy Ey2 Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

I 133.00 107.63 88.05 - - — - - - -

Among Critical 
Behaviors

162 19893.00 1246.44 ■ .502.73 424.63 161 2.64

Total 163 20026.00 1354.07 590.78 ' 499.23 . . 162

Difference for testing among adjusted treatment/means 74.60 I 74.60

F = 28.2840
* Significant beyond .05 level

154
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F=28.2840'Is greater t$an the critical value of F=3.84, the hypothesis
. ■ ' ■ : I . ■ ■

of no significant difference in achievement among pupils taught by able 

and less able teachers was rejected.

Table 26, page 156, presents the,analysis of covariance for 

Critical Behavior Number Two and Word Meaning. Since the computed value 

of F=.7525 is less than the critical value of F=3.84, the hypothesis of 

no significant difference in achievement among pupils taught by able and 

less able teachers was not rejected.

Table 27, page 157, presents the analysis of covariance for 

Critical Behavior Number Two and Paragraph Meaning. Since the computed 

value of F=.0137 is less than the critical value of F=3.84, the hypothe

sis of no significant difference in achievement among pupils taught by 

able and.less able teachers was not rejected.

Table 28, page 158, presents' the analysis of. covariance for 

Critical Behavior Number Two and Spelling. Since the computed value of 

F=.0041 is less than the critical value of F=3.84, the hypothesis of no 

significant difference in achievement among pupils taught by able and 

less able teachers was not rejected.

Table 29, page 159, presents the analysis of covariance for 

Critical Behavior Number Two and Word Study Skills. Since the computed 

value of F=.1655.is less than the critical value of F=3.84, the hypothe

sis of no significant difference in achievement among pupils taught by 

able and less able teachers was not rejected.



Table 26

Analysis of Covariance for Critical Behavior No. 2 and Word Meaning

N I . Q. Actual Mean Adjusted Mean

Able Teachers .82 101.43 6.34 6.28 .

Less Able Teachers 84 99.46 5.96 6.03

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Ex2 Exy Ey2 7 2- (Sxy)2
Z*2

Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

I ■ 159.00 30.69 5.90 — - - -

Among Critical 
Behaviors

164 19886.00 1286.50 641.34 558.11 ' 163 3.42 . ■

Total , 165 ■ 20045.00 1317.19 647.24 560.68 . 164

Difference for testing among aidjusted treatment/means 2.57 I ■ 2.58

F = .7525
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Table 27

Analysis of Covariance for Critical Behavior No. 2 and Paragraph Meaning

N I.Q. Actual Mean Adjusted Mean

Able Teachers 82 . 101.43 5,65 .5.57

Less Able Teachers 84 99.46 5.54 5.61

Source Degrees Sum of Squares and Products Deviations About Regression..
of

Variation
of

Freedom Zx2 Zxy zy2
Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

I .159.00 9.00 .51 — — --- -

Among Critical 
Behaviors

164 . 19886.00 1468.50 647.64 539.20 163 3.31.

Total 165 ' 20045.00 ■ 1477.50 ■ 648.15 539.24 • . '164

Difference for testing among adjusted treatment/means .06 I .05:-,

F = .0137

157



Table 28

Analysis of Covariance for Critical Behavior No. 2 and Spelling Test

.N I.Q. Actual Mean Adjusted Mean

. Able Teacher 82 101.43 6.37. 6.31 ■

Less Able Teachers 84 ■ 99.46 6.24 6:.29

Source Degrees Sum of Squares and Products Deviations About Regression
of

. Variation
• of

Freedom Zx2. Exy Ey2
Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

I 159.00 10.44 .68 . - --

Among Critical 
Behaviors

164 19886.00 1073.94 530.27 . 472.27 163 2.90

Total 165 20045.00 1084.38 530.95 472.28 . 164 •

Difference for testing among adjusted treatment/means .01 I ,01

F =  .0041
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Table 29 .

Analysis of Covariance for Critical Behavior No. 2 and Word Study Skills

N T.Q. Actual Mean Adjusted Mean

Able Teachers 82 101.43 6.07 6.03

Less Able Teachers 84 99.46 6.11 6.15

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Zx2 Zxy Zy2
Degrees
ofFreedom

Mean
Square

Between Teacher 
Groups

. I 159.00 - 2.81 .05

Among Critical . 
Behaviors

164 19886.00 831.31 585.60 550.85 163 3.38

Total W 20045.00 828.50 585.65 ' ■ 551.41 . , 164 ———— t'

Difference for testing among adjusted treatment/means ■ .56 I ,56 .

F F .1655

159
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Table .'SO, page 161, presents the analysis of covariance for. . ' v ■ ■ ... ,Critical Behavior Number Two and Language. Since the computed value of 

F=6.2583 is greater than the critical value of F=3.84, the■hypothesis of 

no significant difference in achievement among pupils taught by able and 

less able teachers was rejected.

Table 31, page 162, presents the analysis of covariance for 

Critical Behavior Number Three and Word Meaning. Since the computed 

value of F=.0395 is less than the critical value of F=3.84, the hypothe

sis of no significant difference in achievement among pupils taught by 

able and less able teachers was not rejected..

Table 32, page 163, presents the analysis of covariance for 

Critical Behavior Number Three and Paragraph Meaning. Since the 

computed value of F=.5609 is less than the critical value of F=3.84, 

the hypothesis of no significant difference in achievement among pupils ... 

taught by able and less.able pupils was hot rejected.

Table 33, page 164, presents the analysis of covariance for 

Critical Behavior Number Three and Spelling. Since the computed value 

of F=l.9522 is less than the critical value of F=3.84, the hypothesis of 

no significant difference in achievement among pupils.taught by able and 

less able teachers was not rejected.

Table 34, page 165, presents the analysis of covariance for 

Critical Behavior Number three and Word Study Skills. Since the. 

computed value of F=S111522 is greater than the critical value of F=3.84,



Table 30

Analysis of Covariance for Critical Behavior No. 2 and Language Test

N *.Q. Actual Mean Adjusted Mean

Able Teachers 80 ■■ 101.40 6.88 6.81*

Less Able Teachers 84 99.46 6.07 • 6.13

Source Degrees Sum of Squares and Products Deviations About Regression
.of

. Variation
of

Freedom Z X2 Sxy sy2 Degrees
ofFreedom

Mean
Square

Between Teacher 
Groups

I 155.00 63.81 26.46

Among Critical 
Behaviors

162 19871.00 1290.25 564.32 480.55 161 2.98".

Total" 163 . 20026.00 1354.06 590,78 499.23 .162

Difference for testing among adjusted.treatment/means 18.68 I ■18.70.

F = 6.2583
* Significant beyond .05 level
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Table 31

Analysis of Covariance for Critical Behavior No. 3 and Word Meaning

N I.Q. Actual Mean Adjusted Mean

Able Teachers ; 71. . 99,56 6.13 ' 6.18

Less Able Teachers 95 ' 101.08 6.17 6.13

Source Degrees Sum of Squares and
....

Products Deviations About Regression
of

Variation
of

Freedom Zx2 Exy ' Ey2 Degrees 
■ of
Freedom

Mean
Square

Between Teacher. 
Groups

I 93.00 2.56 .07 - —-

Among Critical 
Behaviors

164 19952.00 1314.63 647.17 560.55 163 3.44

Total ! 165. ■ .20045.00 .1317.19 647.24 560.68 . 164 ■ — '

Difference for testing among adjusted treatment/means .13 I •, .14

F = ,0395 ■
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Table 32 .

Analysis of Covariance for Critical Behavior No. 3 and. Paragraph Meaning

N I.Q. Actual Mean Adjusted Mean

Able Teachers ■ 71 99.56 5.65 5.71

Less Able Teachers 95 101.08 5.55 -5.50

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation .
of

Freedom Zx2 Zxy Zy2 Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

. I 93.00 - 6.25 .42 - - -

Among Critical 
Behaviors

164 .. 19952.00 1483.75 647.73 537.39 163 3.30

Total . ■ 165 20045.00 .1477.50 648.15 ' 539.24 . 164

Difference for testing among adjusted treatment/means. 1.85 I 1.85

F 5609
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Table 33 .

Analysis of Covariance for Critical Behavior No. 3 and Spelling

N I.Q. Actual Mean Adjusted Mean

Able Teachers 71 99.56 6.04 6.09

Less Able Teachers 95 101.08 5.49 6.46

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Ex2 Exy Ey2 Degrees
of

Freedom
Mean
Square

Between Teacher ' 
.Groups

I ■ 93.00 28.00. 8.32 - - ™ —

Among Critical 
Behaviors

■ '164 19952.00 1056.38 522.62 466.69 163 2.86

Total 165 20045.00 1084.38 530.94, 472.28 . 164 .. -eoe™-

Difference for testing among adjusted treatment/means 5.59 I 5.59

F = 1.9522
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Table 34 •

Analysis of Covariance for Critical Behavior. No. 3 and Word Study Skills

N I .-Q • Actual Mean Adjusted Mean

Able Teachers . 71 99.56 6.42 6.46"

Less Able Teachers '95 101.08 5.84 5.81

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Ex2 Exy Ey2
Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

I 93.00 -35.88 13.69 ----

Among Critical 
Behaviors

164 19952.00 864.38 571.96 534.51 163 3.28

Total 165 20045.00 828.50 585.65 551.41 ' 164

Difference for testing among adjusted treatment/means 16.90 I 16.90. :V

F = 5.1522

* Significant beyond .05 level

165
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the. hypothesis of no significant difference in achievement among pupils

taught by able and less able teachers was rejected.

Table'35, page 167, presents the analysis of covariance for

Critical Behavior Number Three and Language. Since the computed value

of F=4.9613.is greater than the critical value of F=3.84, the hypothesis

of no significant difference in achievement among pupils taught by able

and less able teachers was rejected.

Table 36, page 168, presents the analysis of covariance for

Critical Behavior Number Four and Word Meaning. Since the computed value

of F=5.3869 is greater than the critical value of F=3.84, the hypothesis'

of no significant difference in achievement among pupils taught by able

and less able teachers was rejected.

Table 37, page 169, presents the analysis of covariance for

Critical Behavior Number Four and Paragraph Meaning.. Since the computed

value of F=3.1663 is less than the critical value of F=3.84, the

hypothesis of no significant difference in achievement among pupils

taught by able and less able teachers was not rejected,

Table 38, page 170, presents the analysis of covariance for

Critical Behavior Number Four and Spelling. Since the computed value of

F=.2735 is less than the critical value of F=3.84, the hypothesis. of no 
'

significant difference in achievement among pupils' taught by able and 

less able teachers was not rejected.



Table 35

Analysis of Covariance for Critical Behavior No. 3 and Language Test

N I.Q. . Actual Mean Adjusted Mean

Able Teachers 69 99.48 6.75 . 6.82*

Less Able Teachers 95 101.08 6.25 6.21

Source Degrees Sum of Squares and Products Deviations About Regression
. of

Variation
of

Freedom Ex2 Exy Ey2 '
Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

I 105.00 - 32.06 10.03 .

Among Critical 
Behaviors

162 19921.00 1386.13 580.75 484.30 161 . 3.01

Total 163 20026.00 1354.06 590.78 499.23 . 162

Difference for testing among adjusted treatment/means 14.92 I 14.9.2.,

F = 4.9613
* Significant beyond .05 level
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Table 36 ■

Analysis of Covariance for Critical Behavior No. 4 and Word Meaning Test

N I.Q. Actual Mean Adjusted Mean

Able Teachers' 98 ■100.97 6.46 6.43*

Less Able Teachers 68 99.66 5.71 '5.76

Source Degrees Sum of Squares and Products Deviations About Regression
of

. Variation
of

Freedom Zx2 Exy Ey2 Degrees
ofFreedom

• Mean 
Square

Between Teacher 
Groups

I 68.00 39.56 22.78 --- --

Among Critical 
Behaviors

164 19977.00 1277.63 624.46 542.75 163 3.33

Total . , 165 20045.00 1317.19 647.24 560.68 . 164.

Difference for testing among adjusted treatment/means 17.93 I 17.94

F = 5.3869
* Significant beyond .05 level
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Table 37

Analysis of Covariance for Critical Behavior No. 4 and Paragraph Meaning

N l.Q. Actual Mean Adjusted Mean

Able Teachers 98 100.97 5.84 .5,80
Less Able Teachers 68 99.66 5.24 5.29

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Sx2 Sxy sy2 Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

I 68.00 31.56 14.52 —

Among Critical 
Behaviors.

164 19977.00 1445.94 633.63 528.97 163 3.25

Total 165 ■ 20045.00 1477.50 648.15 539.25 ■ 164

Difference for testing among adjusted treatment/means 10.28 I 10.28

F = 3.1663
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Table 38

Analysis of Covariance for Critical Behavior No. 4 and Spelling

N I.Q. Actual Mean Adjusted Mean

Able. Teachers 98 100.97, 6,39 ' 6.36 ...

Less Able Teachers 68 99.66 6.18 6.22

Source
of

Variation

Degrees Sum of Squares and Products Deviations About Regression
of

Freedom Ix2 Exy Ey2
Degrees
of

Freedom
Mean
Square.

Between Teacher 
Groups

' I 68.00 11.13 1.79

Among Critical 
Behaviors

164 19977.00 1073.25 529.15 471.49 .163 2.89

Total 1.65 ' 20045.00 . .1084.38 530.94 472.28 . .-- “

Difference for testing among adjusted treatment/means .79 I .79

F = ;2735

170
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Table 39, page.172, presents the analysis of covariance for 
• • ' ' ■ ■Critical Behavior Number Four and Word Study Skills. ■ Since the computed 

value of F=IO.7682 is greater than the critical value of F=3,84, the 

hypothesis of no significant difference in achievement among pupils 

taught by able and less able teachers was rejected.

Table 40, page 173, presents the analysis of covariance for 

Critical Behavior Number Four and Language. Since the computed value 

of F=20.2852 is greater than the critical value of -F=B.84, the hypothesis 

of no significant difference in achievement among pupils, taught by able 

and less able teachers was rejected.

Table 41, page 174, presents the analysis of covariance for 

Critical Behavior Number Five and Word Meaning. Since the computed 

value of F=I.9649 is less than the critical value of F=3.84, the 

hypothesis of no significant difference in achievement among pupils 

taught by able and less able teachers was not rejected.

Table 42, page 175, presents the analysis of covariance for 

Critical Behavior Number Five and Paragraph Meaning. Since the computed 

value of F=.2965 is less than the critical value of F=3.84, the 

hypothesis of no significant difference in achievement■among pupils 

taught by able and less able teachers was not rejected.

Table 43, page 176, presents the analysis of covariance of

Critical Behavior Number Five and Spelling. Since the computed value

of F=.4911 is less than the critical value of F=3.84, the hypothesis .of



Table 39

Analysis of Covariance for Critical Behavior No. 4 and Word Study Skills

. N I.Q. Actual Mean Adjusted Mean

Able Teachers 98 100.97 . 6.49 6.50*
Less Abie' Teachers 68 99.66 5.51 ,5.55 ■

Source Degrees
of

"Freedom

Sum of Squares and .Products Deviations About Regression
of

Variation S x-2 Exy Ey2 Degrees
of

Freedom
Mean
Square

Between Teacher ■ 
Groups

I 68.00 51.19 38.17 - — —-

Among Critical 
Behaviors

164 19977.00 777.31 547.48 517.23 163 3.17 .

Total 165 . 20045.00 828.50 585.65 551.40 , 164. ---

Difference for testing among adjusted treatment/means 34.17 I 34.17;

F = 10.7682

* Significant beyond .05 level



Table 40 .

Analysis of Covariance for Critical Behavior No. 4 and Language Test

N I.Q. Actual Mean Adjusted Mean

Able Teachers 96 . 100,. 94 6.99 6,96* •

Less Able Teachers 68 99.66 5.72 5.77

Source Degrees . Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Ex2 Exy Ey2 Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

I 67.00 64.50 64.10 —

Among Critical 
Behaviors

162 19959.00 1289.56 526.68 443.36 161 • 2.75

Total 163 . 20026.00 ' 1354.06 590.78 499.23 ' ' . 162 - -  --

Difference for testing among adjusted treatment/means 55.87 I 55..86/.

F = 20.2852
* Significant beyond .05 level
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Table 41 .

A n a l y s i s  of C o v a r i a n c e  for C r i t i c a l  Behav i o r  No. 5 and W o r d  M e a n i n g  Test

"
N I.Q. . Actual Mean Adjusted Mean

Able. Teachers . 106 100.73, 6.32 . . 6.30

Less Able Teachers 60 99.92, 5.85 5.88

Source
of

Variation

Degrees Sum of Squares and Products
--------- — —
Deviations About Regression

of
Freedom . Zx2 Zxy Zy2 Degrees

of
Freedom

Mean
Square

Between Teacher 
Groups .

I 24.00 ■ 14.63 8.49 --

Among Critical 
Behaviors

164 ' : 20021.00 1302.56 638.75 554.01 163 3.40

Total 165 20045.00 •1317.19 647.24 560.68 ■ ■ 164

Difference for.testing among adjusted treatment/means 6.67 I 6 .6 8,:

F =.1.9649

- v "v - ?. :r_ j- ___
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Table 42

A n a l y s i s  of C o v a r i a n c e  for C r i t i c a l  Behav i o r  No. 5 and P a r a g r a p h  M e aning

N I.Q. Actual Mean Adjusted Mean

Able Teachers . 106 100.73 ' 5.67 . 5.65 .

Less Able Teachers 60 99.92 5.45 5.49

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Ex2 Exy Ey2 Degrees
ofFreedom

Mean
Square

Between Teacher 
Groups

• i 24.00 6.81 ' 1.85 ---

Among Critical 164 20021.00 1470.69 646.30
;

538.26 163 3.30
Behaviors

Total . 165 20045.00 1477.50 648.15 . 53.9.24 164 - -

: - .
Difference for testing among.adjusted treatment/means .98 I .98/.

F = .2965
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Table 43

Anal y s i s  of C o v a r i a n c e  for Crit i c a l  Behav i o r  No.. 5 and Spel l i n g  Test

N I.Q. Actual Mean Adjusted Mean

Able Teachers' 106 ' 100.73 . . 6.39 .6.37 ' •

Less Able Teachers 60 99.92 6. 15 : 6.18

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Zx2 Zxy Zy2 : Degrees
of

Freedom
Mean 
Square..

Between Teacher 
Groups

i 24.00 7.38 2.15 --

Among■Critical 
Behaviors

164 20021.00 1077.00 528.80 470.86 163 . 2. 89

Total ' 165 20045.00
• :

.1084.38 530.95 ■ 472.28 , 164

Difference for testing among adjusted treatment/means 1.42 I - L  42

F = .4911

176
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no significant difference in achievement among pupils taught by fable 

and less able teachers was riot rejected. f *; f

Table 44, page 178, presents the analysis of covariance for 

Critical Behavior Number Five and Word Study Skills. Since the computed 

value of F=14.9802 is greater than the critical value of F=3.84, the 

hypothesis of no significant difference in achievement among pupils 

taught by able and less able teachers was rejected. '

Table 45, page 179, presents the analysis of covariance for 

Critical Behavior Number Five and Language. Since the computed value 

of F=13.1173 is greater than the critical value of,F=3.84, the hypothesis 

of no significant difference in achievement among pupils taught by able 

and less able teachers was rejected.

Table 46, page 180," presents the analysis of covariance for 

Critical Behavior Number Six and Word Meaning. Since the computed value . 

of F=.6494 is less than the critical value of F=3.84, the hypothesis of 

no significant difference in achievement among pupils taught by able and 

less able teachers was not rejected.

Table 47, page 181, presents the analysis of covariance for 

Critical Behavior Number Six and Paragraph Meaning. Since the computed 

value of F=. 201.1 is less than the critical value of F=3.84, the hypothe

sis of no significant difference in achievement among pupils taught by 

able and less able teachers was not rejected.

Table 48, page 182, presents the analysis of covariance for



T able 4 4  .

Anal y s i s  of  C o v a r i a n c e  for C r i t i c a l  B e h a v i o r  No. 5 and W o r d  Study Skills

N I.Q i Actual Mean Adjusted Mean

Able Teachers 106 100.73 ■ 6.50 6.49*

Less Able Teachers 60 99.92 5.37 5.39

Source Degrees Sum of Squares and Products Deviations About Regression .
of

Variation
of

Freedom Ex2 Exy Ey2 „__2_ (Exy)2 
Z*2

Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

I 24.00 . 35.13 49.21 . -------

Among Critical 
Behaviors

164 20021.00 793.38 536.43 504.99 163 3.10

Total . 165 . 20045.00 ■ 828.50 585.64 551.40 . 164

Difference for testing among adjusted treatment/means 46.41 I 46.41

F = 14.9802

* Significant b e y o n d  .05 level
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Table 45 .

Analysis of Covariance for Critical Behavior No. 5 and Language Test

N I.Q. Actual Mean Adjusted Mean

.. Able Teachers 104 100.69 6.85 6.83* •

Less Able Teachers 60 99.92 5.80 > 5.83

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Tx2 Exy Ey2 Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

I 24.00 30.94 41.64 .--

Among Critical 
Behaviors

162 20002.00 1323.13 549.14 461.62 161 2.SI

Total 163 ■ 20026.00 1354.06 590.78 499.23 ■ 162 ■

Difference for testing among adjusted treatment/means 37.61 I 37.61

F = 13.1173

* Significant beyond .05 level
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Table 46

Analysis of Covariance for Critical Behavior No. 6 and Word Meaning

N i.Q. Actual Mean Adjusted Mean

Able Teachers' 45' 100,67 6.36 6.34

Less Able Teachers 121 100.35 6.07 6.08

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom E X 2 Exy E y2
Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

I 2.00 2.88 2.59 - --

Among Critical 
Behaviors

164 20043.00 1314.31 644.65 558.46 163 3.43

Total 165 20045.00 .. 1317.19 647.24 560.68 . 164

Difference for testing among adjusted treatment/means 2.22 I 2.22

F = .6494
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Table 47

Analysis of Covariance for Critical Behavior No. 6 and Paragraph Meaning

N I.Q. Actual Mean Adjusted Mean

Able. Teachers . 45 , 100.67. • 5.71 5.69

Less Able Teachers 121 100.35 5.55 5.55

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of. . 

Freedom - Ex2
A

Exy ■ Ey2 Degrees
PfFreedom

Mean 
Square.

Between Teacher 
Groups

I 2.00 1.69 .90

Among Critical 
Behaviors

164 20043.00 1475.81 647.25 538.58 163 . 3.30

Total 165 . 20045.00 1477.50 648.15 539.24 • 164

Difference for testing among adjusted treatment/means . 66 I ' .-66 •

F 2011
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Table 48

Analysis of Covariance for Critical Behavior No. 6 and Spelling Test

N I.Q. Actual Mean Adjusted Mean

Able Teachers 45 100.67 6.20 6.19

Less Able Teachers ' 121 100.35 ' 6.34 6.34

Source
of

Variation

Degrees Sum of Squares and Products Deviations About Regression
of

Freedom Zx2 Exy Ey2 ..2_ (Exy)2 
ZX2

Degrees
of

Freedom
Mean
Square

Between Teacher 
Groups

I 2.00 - 1.44 .63 --

Among Critical 
Behaviors

164 20043.00 1085.82 530.31 471.49 163 2.89

Total . 165 20045.00 1084.38 530.94 472.28. . .164

Difference for testing among adjusted treatment/means .79 I

F = .2732

'5
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Critical Behavior Number Six and Spelling. Since the computed value of 

F=.2732 is less than the critical value of F=3.84, the hypothesis of 

no significant difference in achievement among pupils taught by able 

and less able teachers was not rejected.

Table. 49, page 184, presents the analysis of covariance for 

Critical Behavior Number Six and Word Study Skills. Since the computed 

value of F=.6544 is less than the critical value of F=3.84, the hypothe-
■ isis of no significant difference in achievement among pupils taught by 

able and less able teachers was not rejected.

Table 50., page 185, presents the analysis of covariance for 

Critical Behavior Number Six and. Language. Since the computed value of ■ 

F=4.8725 is greater than the critical value of F=3.84, the hypothesis of 

no significant difference in achievement among pupils taught by able 

and less able teachers was rejected.

Discussion of Results

Teachers trained in the exemplary method of teaching reading are , 

practicing to some extent each of the six critical teaching behaviors. 

Those teachers judged to be exhibiting each of the behaviors in a more 

consistent pattern had pupils who showed higher levels of achievement 

in at least one of the Stanford Achievement. Subtests.

Table 51, page 186, graphically represents the patterns of

rejection and rionrejection of the hypothesis of no significant difference

in achievement among pupils taught by teachers able and less able to
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Analysis of Covariance for Critical Behavior No. 6 and Word Study Skills

N , I.Q. Actual Mean Adjusted Mean ._ '

. Able Teachers 45 ' 100.67 ' 6.29 6.28 -

Less Able Teachers 121 100.36. 6.02 .1 6.02

Source
of

Variation

Degrees Sum of Squares and Products Deviations About Regression
of

Freedom Ex2 Exy Ey2 • Degrees 
of

Freedom
Mean
Square

Between Teacher 
Groups

I 2.00 .2.81 2.43 . “ “ “ —--

Among Critical 
Behaviors

164 20043.00 825.69 583.22 549.20 163 3.37

Total 165 20045.00 . 828.50 585.65 551.40 164 . ----

Difference for testing among.adjusted treatment/means 2.20 I 2.21

F = .6544
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Table 50 .

Analysis of Covariance for Critical Behavior No. 6 and Language Test

N . I.Q. Actual Mean Adjusted Mean

Able Teachers 43 ■ 100.58 6.98 6.97*

Less Able Teachers 121 100.35 . 6.28 6.29

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Ex2 Exy I y2 '' . Degrees 
of

Freedom
Mean
Square

Between Teacher 
Groups

I 3.00 5.19 15.35 — —

Among Critical 
Behaviors

162 20023.00 1348.88 575.43 484.56 161 3.01

Total 163 20026.00 . 1354.07 590.78 . 499.23 . . .162 .

Difference for testing among adjusted treatment/means 14.66 I . 14.66

* Significant beyond .05 level

F = 4.8725
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practice the six critical teaching behaviors.

Table 51

Hypotheses Rejection-Nonrej ection

Critical
Behavior

Word
Meaning

Paragraph
Meaning

Spelling Word Study 
Skills

Language

One Rej ected . Rejected Rejected Rej ected Rej ected

Two Not rejected Not rejected Not rejected Not rejected Rejected

Three Not rejected Not rejected Not rejected Rej ected Rej ected

Four . Rejected Not rejected Not rejected Rej ected Rejected

Five Not rejected Not rejected Not rejected Rejected Rej ected

Six Not rejected Not rejected Not rejected Not rejected Rejected

The Critical Behavior Number One— identifying for the learner 

what he is to learn and how he is to learn it— had a significant effect 

on the achievement of pupils in all measures of the Stanford Achievement 

Test. On the other hand. Language achievement was the only measure which 

was affected by the practice of all critical behaviors.

Critical Behavior Number Two— presenting information and teaching 

skills efficiently, rapidly, and sequentially— had a significant effect 

only on language achievement. In other measures of achievement, the 

ability to practice high levels of this behavior had no significant 

effect. However, a possibility exists that since all teachers had high 

averages for this skill and the less able teachers scored at the top of 

the range for their rank, the lack of significant differences in
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achievement could be due to the fact that there was ''actually little 

difference between able and less able teachers in this behavior.

The ability to practice high.levels of Critical Behavior Number 

Three (eliciting responses from low- or non-responding pupils) affected 

achievement in word study skills and language. Since the learning of 

word study skills requires high levels, of pupil involvement, the ability 

of a teacher to. get student responses might be crucial to his learning 

these skills. Because the acquisition of language skills in the 

exemplary method is tied to the reading program and not to other text

book or teaching materials, the involvement of pupils through oral and 

written responses could also be. crucial to achievement in this area.

The ability to practice Critical Behavior Number Four— motivating 

pupils to remain.at a task until it is mastered— had a significant effect 

on achievement in word.meaning, word study skills, and language.

Teachers using the exemplary method have stated that motivation of 

pupils, especially slow learning pupils, remains one of. their most 

persistent problems. Teachers who employ extrinsic reward systems and 

a variety of games and activities seem to have better results in .keeping 

pupils motivated. Chall (1967:270-271), after her exhaustive classroom 

observation of teachers and children, concluded that the teachers who 

were skillful in motivation of pupils could keep their children 

interested in anything.

The practice of Critical Behavior Number Five— rewarding pupils
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for' mastery— affected achievement in Word Study Skills and Language.

All teachers using the exemplary method of teaching reading practice 

to some extent the rewarding for mastery technique. However, those 

teachers who were observed to practice the behavior more consistently 

had pupils who achieved a significant difference in two measures. The 

area of Word Study Skills is more likely to be the area which requires 

a teacher to be skillful in maintaining involvement until a task is 

mastered.

The ability to practice Critical Behavior Number Six— ^reducing

the amount of time the slower students require to learn a task— - • ■

affected achievement only in the measure of language. The investigator

believes that this behavior, if indeed a critical one for teachers, is

the least defined for teachers trained in the exemplary program. Teachers
.

who work with slow learning pupils know that time, alone will not solve 

the learning problems many of these children have. Other factors are 

more important contributors to their problems.

Summary

Teachers .judged able to practice consistent patterns of the six 

critical teaching behaviors had pupils who showed significantly higher 

levels of achievement in at least one of the Stanford Achievement, sub

tests. Critical Behavior Number One (identifying for the learner what 

he is to learn and how he is to learn it) had a significant effect on 

every subtest. The language subtest was affected significantly by each



189

of the six critical behaviors. ■' ' h- • •:
. ■ . ■■ v: ■ : .

EXPERIENCE VERSUS INEXPERIENCE. OF TEACHERS AND 
PUPIL ACHIEVEMENT

The ten first and second grade teachers of the Belgrade Elemen

tary and Three Forks Elementary Schools were evenly divided according 

to length of teaching experience. Five teachers had six or more.years 

of teaching experience and five teachers had three or less years of 

experience. Analysis of covariance statistical techniques were used 

to determine if length of teaching experience affected reading achieve

ment' of pupils when I.Q.1s were held constant.

Table 52, page 190, presents the analysis of covariance for 

Experience versus Inexperience and Word Meaning. ' Since the computed : 

value of F=2.0685 is less than the critical value of F=3.84, the 

hypothesis of no significant difference in achievement among pupils 

taught by experienced and inexperienced teachers was not rejected.

Table 53, page 191, presents the analysis of covariance for 

Experience versus Inexperience and Paragraph Meaning. Since the 

computed value of F==.1327 is less than the critical value.of F=3.84, 

the hypothesis of no significant difference among pupils taught by 

experienced and inexperienced teachers was not rejected".

Table 54, page 192, presents the analysis Of covariance for

Experience versus Inexperience and Spelling. Since the computed value

of F=.0080 is less than the critical value of F=3.84, the hypothesis of



Table 52

N I.Q. Actual Mean Adjusted Mean

■ Experience ..85 101.70 .6.34 ' 6.36

Inexperience .80 102.06 5.96 5.94

Analysis of Covariance Between Experience Groups for Word Meaning

. Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Sx2 Zxy E y 2 Degrees
of

Freedom
Mean
Square

Between Students ■ I .25 - 1.21 5.91 ---- “ *-

Among Students 
in Experience

163 318.56 158.01 639.99 561.62 162 3.47

Total 164 318.81 : 156.80 645.90 ' 568.79 163 .

Difference for testing among adjusted treatment/means 7.17 I 7.17

F = 2.0685

190



Table 53

Analysis of Covariance Between Experience Groups for Paragraph Meaning

N I.Q. Actual Mean Adjusted Mean
. ■;

Experience 85 101.70 5.62 ■■ ' . 5,64

Inexperience 80 102.06 5.56 5.54 .

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Ex* Exy Ey2 Degrees
of

Freedom
Mean
Square

Between Students I .25 - .20 .16
: - :

— — — -

Among Students 
in Experience

163 318.56 176.88 647.64 549.43 162 3.39

Total. 164 318.81 "' 176.68 647.80 549.86 163

Difference for testing among adjusted treatment/means .45 I .45.

F = .1327
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Table 54

Analysis of Covariance Between Experience Groups for Spelling

N I.Q. Actual Mean Adjusted Mean

• Experience 85 101.70 6.31 . . ... 6.32

. Inexperience 80 102.06 6.34 6.32

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Ex2 Exy Ey2 sy^ Degrees
of

Freedom
Mean
Square

Between Students I .25 .10 .04 ----

Among Students 
in Experience

163 318.56 , 137.40 519.94 460.67 162 2.84

Total - . 164 318.81 137.50 519.98 460.67 ■ 163

Difference for testing among adjusted treatment/means - .00 I - .00

F = .0008

192
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no significant-difference among pupils taught by experienced and 

inexperienced teachers was not rejected.

Table 55, page 194, presents the analysis of covariance for 

Experience versus Inexperience and Word Study Skills. Since the 

computed value of F=.0032 is less than the critical value of F=3.84, 

the hypothesis of no significant difference among pupils taught by 

experienced and inexperienced teachers was not rejected.

Table 56, page 195, presents the analysis of covariance for 

Experience versus Inexperience and Language. Since the computed value 

of F=.0032 is less than the critical value of F=3.84, the hypothesis of 

no significant difference among pupils taught by experienced and 

inexperienced teachers was not rejected.

Discussion of Results

Variables other than length of teaching experience seem to 

determine abhievement among the five measures of reading achievement 

of the Stanford Achievement Test of pupils taught by the exemplary 

method. The results of this analysis seem to indicate that years of 

teaching experience had little effect on pupil achievement. The fact 

that all.of the first and second grade teachers involved in this.study 

were learning, new. methods of teaching reading seemed to remove any 

advantages some teachers may have gained through previous years of 

classroom experience.



Table. 55 .

Analysis of Covariance Between Experience Groups for Word Study Skills

N ; I.Q. Actual Mean Adjusted Mean

Experience' 85 . 101.70 6.09 - ' . . 6.11

•Inexperience 80 102.06 6.10 6.09

Source Degrees Siim of Squares and Products Deviations About Regression
of

Variation
of

Freedom Sx2 Exy E y2 Degrees
of

Freedom
Mean
Square

Between Students I .25 .02 .00 —  —

Among Students 163 318.56 95.63 584.45 555.75 162 3.44
in Experience. ■■

-•

Total 164 318.81 95.65 ■ 584.45 555.76 . . 163 - --

Difference for testing among adjusted treatment/means .01 I .01

F = .0032
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T a b l e  56

Analysis of Covariance Between Experience Groups for Language

W I.Q. Actual Mean Adjusted

- Experience. 85 ; 101.70 .6.09 6.11

Inexperience 80 102.06 6.10 6.09

Source Degrees Sum of Squares and Products Deviations About Regression
of

Variation
of

Freedom Zx2 Sxy . Ly2 Degrees
ofFreedom

Mean
Square

Between Students I .25 .02 .00 —  — — —-—

Among- Students 163 - 318.56 95.63 584.45 555.75 162 3.44
in Experience

-- -

Total 164 318.81 95.65 584.45 555.76 163 * -w —

Difference for testing among adjusted treatment/means .01 I .01

F = .0032

195
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Summary

The achievement of pupils taught by the exemplary method was 

not affected by the previous classroom experience or inexperience of 

their teachers. .

THE PREDICTIVE VALUE OF THE MURPHY-DURRELL VERSUS I.Q.

Table 57, page 197, presents the correlation study between the 

five measures of the Stanford Achievement Test and. the Murphy-DurrelI 

Reading Readiness Analysis and the correlation study between the five 

measures of the Stanford Achievement Test and intellectual ability as 

measured by the Otis-Lennon Mental Ability Test. Multiple regression 

statistical techniques were used.to delineate the variables which, most 

efficiently predict reading achievement as measured by the Stanford 

Achievement Test. The Murphy-Durrell Reading Readiness Analysis con

sists of three subtests— Phonemes Test, Letter Names Test, Learning 

Rate Test— and a total score.

Discussion of Results

The use of the Murphy-Durrell Reading Readiness Analysis over 

intelligence test scores as a predictor of reading.achievement among 

the measures of the Stanford Achievement Test appears to be justified 

by.this study. The scores of the Murphy-Durrell correlate more 

positively with reading achievement than does I.Q. ■ However, when I.O.'s 

and the Murphy-Durrell scores were combined, the correlation values' were



Table 57

Correlation Coefficients Among Stanford Achievement Tests, I.Q., and Murphy-
Durrell Reading Readiness Analysis

N = 166

Stanford
Achievement
Tests

I.Q.
. .Murphy-
■ Durrell 
Phonemes 
Test

Murphy- ■ 
Durfeli 
Letter 

Names Test

Murphy- 
Durrell . 
Learning 
Rate Test

Murphy- . 
Durfell 
Total 
Score

Multiple - 
Correlations 

M-D &
I.Q.

•Word Meaning .35 .38 .51 .41 .51 .55

Paragraph Meaning k .51 .48 .41 .55 .57

Spelling CO .61 .51 .48 .63 .65

Word Study Skills .05 .49 .39 .15 .. -45 .63

Language 00 • .46 . .39 .35 . .50 .57

197
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even higher. . Especially significant was the addition of the I.Q. to 

the Hurphy-Durrell scores for predicting word study skills achievement. 

Even though the correlation between I.Q. and word study skills achieve

ment was .05,when this factor was.added to the Murphy—Durrell scores, 

the multiple correlates of the combined I.Q. and Murphy-Durrell 

increased to .63. This was significantly higher than the .45 for total 

Murphy-Durrell and the Stanford Achievement Test.

The Otis-Lenrion Mental Ability Test used in the Belgrade Elemen- % 

tary and Three Forks Elementary Schools is a group test and is-not the 

best measure of a child's innate ability. The main disadvantage of this 

test is the dependence on verbal ability to measure a child's intellec

tual abilities. By this disadvantage, the Otis-Lennpn becomes a kind 

of reading test. Different results might be obtained from the use of a.-, 

test such as.the Wechsler Intelligence Scale for Children.

The Murphy-Durrell Reading Readiness Analysis is.a reading 

test. When it is used to predict reading achievement as measured by 

another reading test, the question arises as to the validity of the . 

results.' What is being tested are previous learned reading behaviors 

rather than,any innate ability to read. In other words, if a child has 

learned the letters of the alphabet before he comes to school, he will ' 

score higher on the Letter Names Test of the Murphy-Durrell. A child 

who does not know, his letters is penalized for his lack of prior learn

ing, not his lack of innate ability to.learn. The opportunity to learn
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may not have been available to him. A more valid appraisal of the 

predictive value of the Murphy-Durrell might come at the end of the 

third year in school rather than the first. ''

The true value of a test such as the.Murphy-Durrell Reading 

Readiness Analysis is in its diagnostic potential. Those children who 

have low scores should be the object of intensive efforts to build 

those skills necessary for reading achievement.

Summary

The scores of the Murphy-Durrell Reading Readiness Analysis 

correlate more positively with reading achievement as measured by the 

Stanford ’Achievement Test than do I.Q. scores. However., when the 

Murphy-Durrell scores are combined with I.Q. scores, the correlation 

values are even higher.

CASE STUDY REPORT OF SLOW LEARNING PUPILS

A sample of ten slow learning first and second grade.pupils was 

drawn from the Belgrade Elementary and Three Forks Elementary Schools. 

These pupils were regarded by their teachers as being, typical examples 

of slow learning children found in the schools. All were reading at 

the lower levels of the programmed reading materials used with the 

exemplary method. An attempt was made to determine if there was a set 

of variables common and characteristic of these slow learning children.

The investigator made a tape recorded interview with, the
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teacher, of each child. The teacher was asked to describe the child's . 

progress in reading and identify what she saw. as the major problems of 

the child.

The investigator made a tape recorded interview with each child 

during which the child was asked about his progress in reading and what 

problems he was having. Notation was also made of nonverbal actions.

The investigator observed each child.in the classroom setting 

during and hear the end of the school year. Data was recorded from 

these observations. Data was also collected from the cumulative records 

kept on each child.

Nineteen persons enrolled in a Montana State University graduate 

class in supervision of reading instruction were used as judges to.code 

information from the tapes. The class .was composed of experienced 

teachers and administrators. They were asked to: (I) identify the .

child's major problems (a) as seen by the teacher and (b) as seen by 

the child; (2) rank the severity of the problems (a) as seen by the 

teacher and (b) as seen by the child; and (3) determine if the child 

had improved in reading (a) according to the teacher, and (b) according 

to the child.' Rankings for the severity of the problem ranged from I 

(Very Severe) to 5 (Not so Severe). Rankings on improvement in reading 

ranged from I (Very Little) to 5 (Very Much). Averages were computed 

to determine a'consensus of judgment.

Based on the coding done by the judges, the investigator
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determined that the problems the children had as identified by the 

teachers fell into five categories: (I) low ability; (2) physical prob

lems ; (3) poor home situation; (4) low motivation-perseverance; and 

(5) personality-emotional problems.

Based on the coding done by the judges, the investigator deter

mined that the problems the children had as identified.by the child 

fell into six categories: (I) does not like school; (2) personality-

emotional; (3) low ability; (4) poor home situation; (5) physical 

problems; and (6) did not identify.

. The investigator believed that teacher factors were also 

evident in some instances. Based on the classroom observations, data 

in the cumulative records, and the interviews with teachers and pupils, 

the investigator believed that in some cases (I) the teacher did not 

correctly identify the child's major problem, (2) the teacher did not 

have the skills to effectively deal with the child's problem, or (3) the. 

teacher lacked motivation to find a way to teach this particular child.

Discussion of Results

To determine if there was a set of variables common and charac

teristic to these ten slow learning children, the data was complied and 

analyzed. Most pupils were identified as having more than one major 

problem. The data on identification of problems and rankings on sever-, 

ity of the problems and on reading•improvement for individual pupils 

are presented in the appendix.
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According' to teacher identification as determined by.the judges’, 

the most common variables characteristic to these children were low 

motivation-perseverance and personality-emotional problems. Eight of 

the ten children were seen to have these two problems. Seven children ■' 

were identified as having problems related to the home situation.' Five 

children were said to have some.type of physical problem, while four 

were identified as having low ability.

According to child identification as determined by the judges, 

the' most common variable was the dislike of school. Four children of 

the ten children were placed in this category. The categories of 

personality-emotional and poor home situation each contained three 

pupils. Three pupils did not identify a problem. Two pupils identified 

their problems as related to low ability. One child identified his 

problem as a physical one.

After the teacher and pupil interviews, the investigator identi

fied nine of the ten pupils as having low ability. Intelligence test 

scores available from the cumulative, records tended to verify this 

identification. I.Q. scores based on the Otis-Lennon Mental Ability 

Test ranged from 70 to 96. As noted in another section of this chapter, 

the Otis-Lennon is dependent on verbal skills for measuring a child's 

intellectual ability. A child with a low ability in verbal skills would 

be penalized by this test. However, a lack of verbal skills has been 

shown to be related to poor performance in reading (Strickland, 1962). 

■Pupils whose intellectual ability place them in the range of I.Q.1s
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identified for these children fall into what Strang calls a "no man's : 

land (1967:473)." They have I.Q.'s too high to be designated as re

tarded children but too low to really do well in the average classroom.

The investigator identified eight children as having personality- 

emotional problems. She believed that most of these would fit the 

description of a negative self-concept. Carlton and Moore's definition • 

of self-concept seems to fit these children. They, state, "Self-concept 

involves what a child thinks he is, what he thinks he. can do, and what 

he thinks he cannot do (1970:560)." Related to.this problem, the 

investigator found that five children did not like school, Non-verbal, 

actions not apparent to•listeners of the taped interviews prompted the 

investigator to identify one additional child for. this variable above : 

the four identified by the judges. Five children were noted to have ' 

motivation-perseverance problems when observed in the classroom.

Four pupils told the investigator of problems that related to 

the home situation. These problems were divided equally between par

ental pressures to do better work in school, and a feeling that parents 

did not care about the pupil's school progress.

One. child described his aches and pains in detail and was cer

tain that they were the real reason he could not get his school work 

done.

In three cases, the investigator, believed that the child's 

teacher had not correctly identified his major problem. ' In three cases, 

the teacher was judged to lack the skills to deal with the child's
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problem whether. she had identified it correctly or not. .. . In two cases, 

there appeared to be a lack of motivation on the part of the teacher to 

teach a particular child. In these last two cases, the investigator's 

impressions were verified by comments written on the fating sheets by 

the judges. One teacher was seen as not expecting a child to do well 

in school, while the other teacher was seen as actually disliking a 

particular child.

Summary
-The composite picture of the slow learning child that emerges 

from this study is of a boy with lower intellectual ability who has 

trouble becoming and staying motivated until a learning task is mas

tered. He seems to be bothered by personality-emotional problems which 

are often related to the situations found in his home or to his physical 

condition. 'He sees himself as a school failure.and, consequently, does 

not like school. He is approximately seven years: and six months old..

THE ADVANTAGE OF EACH METHOD OF TEACHING READING '

Five of the ten teachers involved in the experimental exemplary 

reading program had also taught reading in their schools using the 

previous method. These teachers had six to eighteen.years of teaching 

experience. At the end of the third year of the exemplary program, 

they were asked to give their impressions of the advantages of each 

method of teaching reading. The advantages expressed by the majority 

of the teachers are shown in Table 58, page 205. '
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Table 58

Advantages of Each Method of Teaching Reading

Exemplary Method Previous Method

Each child moves at his own speed, 
not the speed of the group.'

Competition is still there, but 
is not so degrading for the 
slower learner.

The teachers’ manuals were better 
prepared and had more ideas for 
supplemental activities.

■Fluency and comprehension were 
somewhat better.

Children have, a better sense of 
day-to-day accomplishments.

Needed less supplemental 
materials for faster readers.

Children seem more interested.

Better work habits are being formed.

Required less teacher prepara
tion of materials.

Coordination of spelling, writing, 
and language with reading is good.

Phonics program is stronger and 
earlier.

Oral reading practices are better.

Vocabulary drills lead to higher 
levels of mastery.

■

More activities and games in lieu 
of "busy work" papers.

More positive reinforcement.

More attention to classroom 
management practices.
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.While the majority of teachers stated that they had changed oral 

reading'practices, one teacher has gone back to having children.read 

with her in "round robin" style. The groups of children are kept 

small in number with usually no more than five children in a group.

.One teacher felt uncomfortable because she found it difficult 

to motivate children to read the story and set purpose questions. She 

had limited opportunities to use this practice because of the arrange

ment of the programmed materials used with the exemplary program and • 

the fact that children were on different pages, although they were in 

the same group for vocabulary and dictation exercises.

The majority of the teachers utilize the timing component in 

some fashion, although with varying degrees of regularity and inten

sity. One teacher has dropped timing completely. Difficulties in main

taining good penmanship was the reason given for dropping or modifying ■

timing for the writing exercises. One teacher felt that timing during .
■: ' . 

oral reading encouraged miscalling of words.

Most teachers felt that the materials used with the exemplary 

method needed supplementing for the faster readers at the lower levels 

or books. The general feeling was that better readers became somewhat 

bored with the stories in the beginning books of the programmed 

materials. Some teachers were beginning to supplement the programmed 

materials with supplemental reading materials for these children.

All teachers expressed the feeling that they knew more about 

how to teach reading and were actually doing a better job now than when
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they were using the previous method. They felt that they were more 

successful in ..meeting the needs of all the children rather than, teach

ing to the average child. The majority expressed the idea of being more 

aware of the individual needs of children. At the end of the school 

year, they felt good about the progress of each child. One teacher 

expressed the thought that she no longer.has to feel guilty about the 

one or two children she missed. Now she feels that she has encouraged 

the slower children to have a successful year rather than a.year of 

failure to keep up with the faster moving children.

Most teachers felt they were working harder now than they had 

under the previous method. Much of this work was due to the fact that 

they were constantly trying new ideas and making new materials to use 

with children., Teachers found they must rely on their own ideas or 

find suggestions elsewhere. . The teacher's manual for the materials 

used with the exemplary method were rated as poor. However, when asked 

if they wanted to return to using the materials of the previous method, 

all said they would not. They characterized the materials of the pre

vious method as boring, full of too many sight words, too restricting 

for individual differences, and similar complaints.'

The most commonly expressed problem as seen by the majority of 

the teachers was how to keep a child motivated until a task is mastered. 

All teachers seemed to be constantly seeking ways.to build perseverance 

and attention.to tasks. They appeared to be taking more responsibility 

for maintenance of motivation in contrast to assuming that it is an
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inherent weakness in the child.

Suirmary
.Teachers who had taught reading using both,the exemplary and 

previous methods generally saw more advantages for the exemplary method. 

They believed that they were more knowledgeable about how to teach 

reading and were doing a better job of meeting the individual nfeeds of 

their pupils than they had under the previous.method.

SUMMARY

The results of a comparison of an exemplary and previous 

methods of teaching reading in the Belgrade Elementary and Three Forks 

Elementary Schools are presented in this chapter. Eight questions were 

answered.

The first question was concerned with a comparison of reading 

achievement as measured by the Stanford Achievement Test of pupils 

taught by the exemplary and previous methods of teaching reading. A 

significant difference in spelling achievement was shown for pupils 

taught by the exemplary method. No other significant differences among 

the other measures of achievement were shown.

The second question was concerned with determining which reading 

method, exemplary or previous, showed greater achievement gains for 

pupils of different intellectual abilities. Low ability pupils were 

dropped from the study because of the small sample size of pupils taught
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by the previous. method. High ability pupils 'taught by .the. exemplary 

method showed significantly higher levels of spelling achievement than 

high ability pupils taught by the previous method. No other significant 

differences in achievement were shown for average or high ability pupils.

The third question was concerned with a comparison of reading 

achievement for boys versus girls taught by the exemplary method. Girls 

achieved significantly higher levels in paragraph meaning. This 

difference might be attributed to the method of teaching reading, but 

more likely to extraneous variables not controlled in the study. -

The fourth question was concerned with a comparison of reading . 

achievement of pupils taught by teachers judged able and less able to 

practice the six critical teaching behaviors identified by the Exemplary 

Center for Reading Instruction. Teachers who were judged able to 

practice consistent patterns of the critical teaching behaviors had 

pupils who showed significantly higher levels of achievement in at least 

one of the Stanford Achievement subtests. Critical Behavior Number One 

had a significant effect on every subtest. ■

The fifth question was concerned with determining if pupils 

taught by experienced and inexperienced teachers had significantly 

different levels of achievement. Ten first and second grade teachers 

involved in using the exemplary method were used in.the study. ' Five 

teachers had six' to eighteen years of experience. Five teachers had 

three or less years of teaching experience. No significant difference
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in pupil achievement was found for pupils taught byexperienced and 

inexperienced teachers.

The sixth question was concerned with determining the predictive 

value of intelligence test scores versus the Murphy-Durrell Reading 

Readiness Analysis for reading achievement as measured by the Stanford 

Achievement Test. The scores of the Murphy-Durreli were found to 

correlate more positively than I.Q. scores. Tfhen the Murphy-Durrell 

scores' were combined with I.Q. scores, the correlation values were even 

higher.

The seventh question was concerned with a case study analysis 

of ten slow learning pupils identified by their teachers as being 

typical slow learners of - the Belgrade Elementary and Three Forks ■ 

Elementary Schools. The investigator made tape recorded interviews with 

teachers and pupils which were judged by graduate students of an 

advanced reading class at Montana State University. The judges were 

asked to delineate main problems of pupils, rank the severity of the 

problems, and rank the improvement in reading ability. The investigator 

made cIaSsroom observations of the pupils and Collected data from the 

cumulative records of.each child. Detailed reports were made for each 

child. The variables which seemed to be the most characteristic were 

male sex, low ability, low motivation-perseverance, personality- 

emotional problems, physical problems, and dislike of school.

The eighth question was concerned with a comparison of the
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exemplary and previous methods as made by five teachers who had taught 

using both methods. Interviews were conducted by the investigator with 

each teacher near the end of the third year of experience with the 

exemplary method. . Teachers saw more advantages for the exemplary method 

for pupils and believed they were doing a better job of teaching 

reading.



Chapter 5

' .SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS ..

SUMMARY

The Belgrade Elementary and Three Forks Elementary Schools have 

been engaged in an exemplary reading program since the fall of 1971. . 

The method of teaching reading was developed by the Exemplary Center 

for Reading Instruction at Salt Lake City, Utah. This study was under

taken to provide an objective evaluation of the .reading achievement of 

pupils taught by the exemplary method in comparison with the reading 

achievement of pupils taught by the previous method. Also investigated 

were factors within the exemplary method. The.need for the study was 

based on the fact that the classrooms using the exemplary method are 

visited by educators from other districts who are considering the 

adoption of the method. The exemplary methods are also taught in 

Reading Methods courses at Montana State University.

Eight questions were asked. The first question was concerned 

with determining which method, exemplary or previous, showed the 

greater reading achievement for second grade pupils. Achievement was 

compared in the five area’s of (I) word meaning, (2) paragraph meaning, 

(3) spelling,. (4) word study skills, and (5) language. The hypothesis 

stated for this question was that there is no significant difference 

among the five reading achievement measures of the Stanford Achievement 

Test when I.Q. was held constant.
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The second question was concerned with determining which read- 

ing method showed greater achievement gains in the five measures of 

the Stanford Achievement. Test for different levels of intellectual 

ability found in the pupil populations. Two hypotheses were stated:

(a) No significant difference among the.five achievement measures will 

be found among average ability pupils when I.Q.'s were held constant; 

and (b) no significant difference among the five.achievement measures ■ 

will be found,among high ability■pupils when I.Q.'s were held constant 

The hypothesis for low ability pupils was dropped from the study 

because of the small sample size of low ability pupils among the 

population .taught by the previous method.

The third question was concerned with determining if boys or 

girls showed greater achievement gains, in reading when taught by the 

exemplary method. The hypothesis stated for this question is that no 

significant difference among the five reading achievement measures■ 

will be found for boys or for girls when I.Q.'s were.held constant.

The fourth question was concerned with determining if teachers 

ranked as able and less able to exhibit the six critical teaching 

behaviors had pupils who showed significant differences in achievement 

The six critical teaching behaviors were empirically delineated by the 

staff of the Exemplary Center for Reading Instruction. Dr. Willis 

Vandiver, recognized teacher training specialist, ranked the teachers. 

The hypothesis stated for this question was that no significant
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difference among the five reading achievement measures will be found 

for able and less able teachers when the I.Q.'s of the pupils will be 

held constant., ■ ,

The fifth question was concerned with determining if the length 

of teaching experience had a significant effect of reading achievement 

of pupils taught by the exemplary method. The hypothesis stated for 

this question is that no significant difference among the five reading 

achievement measures will be found for experienced or inexperienced 

teachers when I.Q.'s are held constant. '

The sixth question was concerned with determining if the 

Murphy-Durrell Reading Readiness Analysis is a more effective predictor 

of reading achievement than intellectual ability. A correlation 

study was run between the Murphy-DurrelI, the Stanford'Achievement 

Tests, and I.Q. • Multiple regression statistical procedures were • 

used.

The-' seventh question was concerned with determining if a set 

of variables dbmmon and characteristic of slow learning pupils could 

be found in.a sample of pupils drawn from the Belgrade Elementary and 

Three Forks.Elementary Schools,

The eighth question was concerned with determining if major 

differences and advantages between the exemplary and previous methods 

of teaching reading would be found by teachers who had taught both
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Two procedures were used to procure information needed.for the 

study. First, a review of literature was made with an emphasis on 

understanding the underlying factors involved in the teaching of 

reading.

Secondly, data was collected from the Belgrade Elementary and 

Three Forks Elementary Schools. The. populations that were used in 

this study were.comprised of all the first, second, and fourth grade 

pupils of each .school. Approximately 313' pupils were involved in the 

study. All ten first and second grade teachers were used in the study

Data on pupil achievement and intellectual ability was collec

ted from the cumulative records kept for each child. The Stanford 

Achievement Test, Primary Battery II, was the achievement test used in 

the study. Intellectual ability was. determined by use of the Qtis- 

Lennon Mental Abilities Test, Form J. Reading readiness was assessed 

by the Murphy-Durrell Reading Readiness Analysis.-

Data necessary to complete the case studies Was gathered from 

cumulative records, tape recorded interviews with teachers and pupils, 

and classroom observations by the investigator. Coding of the tape 

recorded interviews to determine major problems, severity of problems, 

and extent of reading improvement was done by graduate students of an 

advanced reading methods class at Montana State University.

Dr. Willis Vandiver, recognized teacher training specialist
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and reading authority, ranked all first and second grade teachers 

according to their abilities to exhibit high levels of the critical 

teaching behaviors.

. Teachers who had taught using both the exemplary.and the 

previous methods were interviewed by the investigator to determine 

the differences and advantages, inherent in each method*

Analysis of covariance statistical techniques were used with 

the first five questions. Multiple regression statistical techniques 

were used in the correlation study of the sixth question. A set of 

variables common and characteristic of the slow learning children was 

determined. •

The major advantages of the two reading methods, as seen by 

teachers who had used.both, was delineated.

CONCLUSIONS

For the first question, a significant difference in spelling 

achievement was shown for pupils taught by the exemplary method. The 

hypothesis of no significant difference for spelling achievement was 

rejected. No other, significant differences among the remaining mea

sures of achievement were shown. The hypotheses of no significant ■' 

difference for word meaning, paragraph meaning, word study skillsj and 

language were not rejected.

For the second question, a significant difference in spelling
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achievement was shown for high ability pupils taught by.the.exemplary 

method. The hypothesis of no significant difference in spelling 

achievement for high ability pupils .was rejected. No other significant. 

differences among the remaining measures of achievement for high ability 

pupils was shown. The hypotheses of no significant differences for 

word meaning, paragraph meaning, word study skills, and language were . 

not rejected. ' .

Among average ability pupils taught by the exemplary and 

previous methods, no significant differences in achievement were shown. : 

The hypotheses of no significant differences were not rejected.

For. the third question a significant difference was shown in ;
■ . - J-paragraph meaning for girls. The hypothesis of no significant differ-

ence in paragraph meaning achievement for boys versus girls taught by .

the exemplary method was rejected. The hypotheses of no significant
■ . . ■ 

differences for word meaning, spelling, word study skills, and language

were not rejected.

For the fourth question, the teachers able to practice high
'

levels of Critical Behavior Number One (identifying for the learner 

what he is to learn and how he is to learn it) had pupils who show a 

significant difference among all five measures of reading achievement. 

The hypothesis of no significant difference in achievement for 

teachers able and less able to practice this critical behavior was

rejected.
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■ Teachers judged able to practice consistent patterns of the 

critical teaching behaviors had pupils who showed significant differ

ences in achievement in at least one of the Stanford Achievement.sub

tests. Language achievement was the only subtest for. which every 

critical teaching behavior showed a significant difference in achieve

ment. '

■For the fifth question, no significant difference in achieve

ment was found for pupils taught by experienced and inexperienced 

teachers. The hypothesis of no significant difference in achievement 

was not rejected.

For the sixth question, the scores of the Murphy-Durrell 

Reading Readiness Analysis were found to correlate more positively 

with reading achievement as measured by the Stanford Achievement Test 

than did I.Q. scores. However, the combination of the Mufphy-Durrell 

and the I.Q. scores increased the correlation values and proved to 

be a more reliable predictor.

For the seventh question, the variables which seemed to be the 

most• common and characteristic of the slow learning children were male 

sex, low ability, low motivation-perseverance, personality-emotional 

problems, physical problems, and dislike of school.

For' the eighth question, teachers who had taught reading using 

both the exemplary and previous methods saw more advantages for the 

exemplary method. The most commonly held advantages were: the
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individual ndeds of children were being met; the coordination of spell

ing writing, and language is good; better classroom management techni

ques; a stronger and earlier phonics program; and better oral reading 

practices. Teachers believed that they were doing a better job of 

teaching reading.under the exemplary method.

RECOMMENDATIONS

This study is necessarily limited by the fact that many 

variables are uncontrollable in the normal educational setting. Data 

available to the investigator was determined by the-testing programs 

found in the cooperating school systems.

The design of the study was chosen in an attempt to control 

extraneous variables which might affect results had another rural 

school been used as a control group. Differences' in socio-economic 

backgrounds,.educational practices, and teacher training could be some 

of these variables. Because all first and second grade pupils in the 

Belgrade Elementary arid Three Forks Elementary Schools were being 

taught by the exemplary method, the most feasible way to provide a 

control group most similar to them was to use another class from within 

the two schools. Therefore, the achievement of fourth grade pupils as 

second graders was used as.the sample of pupils taught reading by the 

previous methods in the schools. The investigator recommends that 

further comparisons between the exemplary and other methods of teaching
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reading be carried out in school systems large enough to provide
' : ;

experimental and. control groups.

Teachers trained in the.exemplary method are practicing to 

some degree the six critical teaching behaviors involved in this study. 

Since the behaviors were identified through empirical .observations in 

the classrooms of teachers who affected greater reading achievement 

gains for their pupils when other factors were held constant, a more 

valid determination of their contribution to achievement could be made 

by comparing achievement between teachers trained to practice these 

behaviors and those with no training. The investigator recommends 

that further ■ study of the six critical teaching behaviors be conducted 

under those conditions.

The standardized tests used by school systems are not neces

sarily the best instruments for reading research. Chall (1967:313) 

points out that standardized achievement tests are a poor compromise 

between the need of teachers for diagnostic tests and the need of 

researchers for more complex measures. Researchers need to develop 

reading achievement tests which are easily administered and give more 

reliable results. The majority of the teachers using the exemplary 

method of teaching reading expressed the idea that the Stanford 

Achievement Test did not accurately measure the reading accomplishments 

of their pupils. The investigator believes.that the development arid 

use of accurate tests to measure reading achievement is one of our
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greatest needs. . Although more research is done in reading than in 

^ny other curriculum area, the results will be questionable as long 

as. the need for improved testing materials is not met.

Group intelligence tests depend heavily on the verbal ability

of pupils to measure their intellectual capacity. Although the

authors of the Otis-Lennon Mental Ability Test have taken care to

peduce the effects of reading handicaps on a pupil's performance, the

results of a test which does not take into consideration nonverbal

performances can be questioned. The investigator sees the need to
■ ' ' '

have a more accurate assessment of pupil's intellectual ability than 

is available in most educational settings.

Finally, the investigator recommends to administrators, school 

board members, teachers, parents, and others concerned about education 

that more emphasis be placed on the testing programs' found in our . . 

schools. The important decisions made about children which are based 

on educational testing make it mandatory that these program's be 

upgraded. Adequate funding for more sophisticated programs is a first 

priority. School personnel need training in administering and inter

preting evaluative tools. Only when all measures have been taken to 

insure the best possible testing program can educational■research be 

considered scientific.
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' : \ APPENDIX A

RANKING OF TEACHER AS ABLE AND LESS ABLE

Identifying for the learner what it is he is to learn and how he is to . 
learn it.

Very Poor 

.1
Very Well 

5

Presenting information and teaching skills efficiently, rapidly, and 
sequentially.

Very Poor 
I ' 3

Very Well ;
5

Eliciting responses from low or non-responding pupils.

Very Poor Very Well
I. 2 3 4 5

Motivating pupils to remain at a task until it is mastered.

Very Poor Very Well■

I 2 3 4 5

Rewarding pupils for mastery. 

Very Poor

I 2

Very Well 

5

Reducing the amount of time the slower students require to learn a task,'
e.g., by use of multiple and aggressive response techniques.

Very Poor Very Well

I .2 3 5
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: v- APPENDIX B

' RATING EVALUATION FORM'FOR-SLOW LEARNERS

Instructions for raters:

You will be listening to taped interviews made with a child and that 
child's teacher. Each will be talking about the child’s progress in 
reading.

I. a. Identify what the teacher thinks is the major problem(s) of 
this child.

b. Identify what the child thinks is his major problem(s).

2. How would you rank the problem(s) of this child.

(a) as seen by the teacher ..

Very Severe 
. I 2 3 . 4

.■ Not so Severe 
• 5

(b) as seen by the child

Very -Severe 
I ' 2 3 4 ■

' Not so Severe 
5

3. Has the child improved■in reading?

(a) according to the teacher?
Very little . - Very much

I ' 2 3 4 5

(b) according to the child?

Very little
2 3 4

Very much 
5
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CASE STUDIES OF TEN SLOW-LEARNING STUDENTS
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Age: 

I. a

' b

c

a

e

2. a 

b

3. a 

b

Judges evaluation of major problems based on teacher tape: Low-:,
■ ■ • ' Vmotivation-perseverance; low ability.

. Judges' evaluation of major problems based on child tape: Did

. not identify any in reading area.

Investigator's evaluation of major problems based on teacher

interview: Low ability; low motivation-perseverance; some lack .

of teacher skill to deal with the problem of motivation.

Investigator's evaluation of major problem based on child inter—:

view: Low ability; low motivation-perseverance.

, Summary: Problems were correctly identified by the teacher.

Keeping this child's attention on the task until it was mastered
■ .was a frustrating experience for the teacher. The child was 

slow in developing intrinsic motivation for all school tasks. 

However-, she saw herself as a good reader.

. Judges' combined rank of the severity of the problems as seen by 

the teacher: 2.5
. Judges', combined rank of the severity of the problems as seen by 

the child: 3.6
. Judges' combined rank of reading improvement as seen by the 

teacher: .4.1
. Judges'.combined rank of reading improvement as seen by the 

child: 4.1

Case Study Number One

7 years, 7 months I.Q.: 73 Sex: Female
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1. a. Judges’ evaluation of major problems based on teacher tape: Low

motivation-perseverance; personality-emotional problems; poor 

home situation; physical problems.
: ■

b . Judges’ evaluation of major problems based on child tape: Does

riot like school.

c. Investigator's evaluation of major problems based on teacher

interview: .Low motivation-perseverance; personality-emotional

problems. ■ •

d. Investigator’s evaluation of major problems based on child

interview: Low ability; does not like school. ■

e. Summary: The teacher had this child for two years as a first

and second grader. She had child labeled as "immature" and did 

not expect her to progress. This child has. a low average 

ability but could be progressing faster than she had. The child . 

did not see herself As a good reader.

2. a. Judges’ combined rank of the severity of the problems as seen by

the teacher: 2.1
b. Judge's combined rank of the severity of the problems as seen by 

the child: 3.5
" .■

3. a. Judges’.combined rank, of reading improvement as seen by the
teacher: 2.9

b .. Judges' combined rank of reading improvement as seen by the child:

3.3.

Case Study Number Two

Age: 7i,years,. 6 months I.Q.': 90 ' Sex: Female !

•A
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■;:v Case Study Number Three

I.

Age

2 .

3.

a. Judges' evaluation of major problems based on teacher tape: Low',

ability; low motivation-perseverance; physical problems; 

personality-emotional problems.

b. Judges' evaluation of major problems based on child tape: Low ..

ability; does not like school; personality-emotional problems.

c. Investigator's evaluation of major problems based on teacher

interview: Low ability; physical problems.

d. Investigator's evaluation of major problems based on child inter^

view: Low ability; personality-emotional problems; does not like

school.

e. Summary: This child knew he was behind the others in his class;,

he felt he was a failure and unable to do acceptable work. He :

good, reader. The teacher was aware of

the severity.of the problems as seen by 

the severity of the problem aS seen by

reading improvement as seen by the 

reading improvement as seen by the

7 years, 7 months I . Q . 88 Sex: Male

did not see himself aS a 

his feelings.

a. . Judges' combined rank of

the teacher: 1.7

b. Judges' combined rank of

the child: 2.4

a. Judges', combined rank of

teacher: 2.8
b . Judges' combined rank of

child: 2.7'
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1. a. Judges' evaluation of major problems based on teacher tape: Low

motivation-perseverance; poor home situation; physical problems; 

personality-emotional problems.

b. Judges' evaluation of major problems based on child tape: Poor

home situation; low ability.

c. Investigator's evaluation of major problems based on teacher

interviews: Low motivation-perseverance; low ability.

d. Investigator's evaluation of major problems based on child

. interview: Poor home situation; personality-emotional problems.

e. Summary: When the investigator interviewed this child, she

found that, contrary to the teacher's opinion, the child was 

very concerned about her school progress. The child blamed her 

lack of reading ability on the fact that.she did not have a 

daddy.. .

2. a. Judges' combined rank of the severity of the problem as seen by

the teacher: 2.2
b. Judges' combined rank of the severity of the problem as seen by 

the child: 3.0
3. a. Judges' combined rank of reading improvement as. seen by the

Case Study Number Four . .....

Age: 6 years, 5 months I.Q. 91 Sex: Female

teacher: 1.8

b. Judges' combined rank of reading improvement as seen by the.

child: 2.4

J
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Case Study Number Five

c.

d.

1. a. Judges' evaluation of major problems based on teacher tape: Low

ability; poor home situation; physical problems,

b. Judges' evaluation of major problems based on child tape: Does

not like school; poor home situation.

Investigator's evaluation of major problems based on teacher 

interview: Low ability; personality-emotional problems.

Investigator's evaluation of major problems based on child inter

view: Does not like school; personality-emotaiohal problems..

e. Summary: the investigator.believed that the teacher did not

wholly diagnose the child's major problem. She felt he "loved"

school; he emphatically stated that he hated .,school. Ke felt .■ • ■ 'va
that his parents and teacher were pressuring-him. He did not

■ - . -'-vthink he was doing anything good. VJhen he did something good,

no one cared.
2. a. Judges' combined rank of the severity of.the problems as seen .

by the teacher: 3.3
b. Judges’ combined rank of the severity of the problems as seen 

by the child: 3.6

3. a. Judges' combined rank of reading improvement as. seen by the

Age: 7 years, 4 months I.Q. : 90 Sex: Male

teacher: 2.5

b. Judges', combined rank of reading improvement as seen by the

child: • 2.8
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Age: .7 years, 9 months i.Q. : 88 Sex: Male..

1. a. Judges' evaluation of major problems based on teacher tape:

Poor home situation;, personality-emotional problems; low 

motivation-perseverance

b. Judges' evaluation of major problems based on child tape: Did

not identify.

c. Investigator's evaluation of major problems based on teacher

interview: Low ability; personality-emotional problems.

d. Investigator's evaluation of major problems based on child

interview: Low ability; personality-emotional problems.

e. Summary: The child s extreme shyness with children and adults

indicates personality-emotional problems. After a year and a 

half of school, he began to believe that he could perform tasks ■ 

set for him. His progress from January to the end of school was

very good. He began to see himself as doing well in reading.
2. a. Judges' combined rank of the severity of the problems as seen

by the teacher: 3.0
b. Judges' combined rank of the severity of the problems as seen 

by the child: 3.5
3. a. Judges’ combined rank of reading improvement as seen by the

Case Study IIumbfr Six ' v" . (

teacher: 3.8

b. Judges' combined rank of reading improvement as seen by the

.child: 3.5



232

I. a. Judges' evaluation of major problems based on teacher tape: Low

motivation-perseverance; personality-emotional problems; poor 

home situation. Teacher factor

b. Judges' evaluation of major problems based on child tape: Does

not like-school; low ability; personality-emotional problems,

c. Investigator's evaluation of major problems based on teacher

interview: Poor home situation; personality-emotional problems;.

low ability.

d. Investigator's evaluation of. major problems based on child inter

view: Personality-emotional problems; low ability;, does not

like school.

. e. Summary: Teacher did not have the skills to effectively deal

with the child's.problems. Lack of teacher motivation to find 

a way to reach this child. The judges observed that the teacher 

. did not seem to like this child. The investigator would concur 

with that appraisal. Instead of seeing his behavior as a plea 

for help, she assessed it as a threat to her authority and 

position. This child was concerned about the possibility of 

failing second grade. The lack of teacher skill in dealing 

with bis problems seemed to compound them.

Case Study Number Seven

Age: 7 years, 8 months I . Q . 93 Sex: Male
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2. a. Judges' combined rank of the severity of the problems as seen

by the teacher: 2.0

b. Judges' combined rank of the severity of the problems as seen 

by the child: 1.8

3. a. Judges' combined rank of reading improvement as seen by the

teacher: 2.3

b . Judges' combined rank of reading improvement as seen by the

Case Study # . 7 '(Continued)

•child: .2.0
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1. a. Judges' evaluation of major problems based on teacher tape:

Personality-emotional problems.; poor home situation; physical 

problems; low motivation-perseverance.

b. Judges' evaluation of major problems based on child interview: 

poor home situation.

c. Investigator's evaluation of major problems based on teacher

interview: Low ability; personality-emotional problems; poor

home situation.

d. Investigator's evaluation of major problems based on child inter

view: Personality-emotional problems.

e. Summary: The. teacher was very skillful in handling this child.

She practiced behavior modification techniques with him that led 

him to see himself as being successful in reading and in inter- 

acting with his peers. School became an oasis of stability in 

an otherwise stormy environment.
2. a. Judges' combined rank of the severity of the problems as seen

by the teacher: 2.1
b. Judges' combined rank of the severity of.the problems as seen 

by the.child: 2.8
3. a. Judges' combined rank of reading improvement as seen by the

... . , . ■■ Case Study Number Eight . ...

Age: 6 years, 11 months I.Q.: 70 Sex: Male.

teacher: 4.1
b. Judges' combined rank of reading improvement as seen by the

child: 3.4
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1. a. Judges’ evaluation of major problems based on teacher tape: Low-

ability; personality-emotional problems.

b. Judges' evaluation of major problems based on child tape: Did

not identify.

c. Investigator’s evaluation of major problems based on teacher

interview: Low ability; low motivation-perseverance.

d. Investigator’s evaluation of major problems based on child inter-,

view: Low ability; did not like school; low motivation-

perseverance.

e. Summary: The investigator believed that the teacher did not

■ have the skills to effectively deal with the child’s problems.

She thought that he liked school when he said he did not. He 

felt-, that she did not like him. She referred to him as "a sweet 

little boy."

2. a. Judges’ combined rank of the severity of the problems as seen

by the teacher: 2.7
b. Judges’ combined rank of the severity of the problems as seen 

by the child: 3.6
3. a. Judges’ combined rank of reading improvement as seen by the

teacher: 3.8
b . Judges’ combined rank of reading improvement as seen by the

' .. Case Study Number. Nine.

Age: 7 years, 6 'months I.Q.: 93 Sex: Male

child: 4.1
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Age: 7 years, 8 months T.Q. 96 Sex: Male
' ' ' i ' ' i : .=■ ' /1. a. Judges 'evaluation of major problems based on teacher tape:

Poor home situation; personality-emotional problems; low 

motivation-perseverance.

b. Judges’ evaluation of major problems based on child tape:

Physical problems; low motivation-perseverance.

c. Investigator’s evaluation of major problems based on teacher

interview: Low motivation-perseverance; poor home Situation;

low ability.

d. Investigator's evaluation of major problems based on child inter

view: personality-emotional problems; low motivation-perseverance

e. Summary: The teacher had correctly identified the child’s

problems but lacked, to some extent, the skills to deal with 

them. Her efforts were also hampered by a lack of consistent 

help from resource persons..
2. a. Judges' combined rank of the severity of the problems as seen

by the teacher: 3.3
b. Judges' combined rank of the severity of the problems as seen 

by the child: 3.8
3. a. Judges' combined rank of reading improvement as seen by the

. teacher: 3.0
b. Judges' combined rank of reading improvement as. seen by the

■ Case Study Number Ten . ■

child: 3.5
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ADVANTAGES OF EACH METHOD OF TEACHING READING 
AS SEEN BY INDIVIDUAL TEACHERS
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■ ' " ■ W  " . . . .. • .

•Advantages of Each Method of Teaching Reading 
As Seen By Teacher Number One .

Exemplary Method Previous Method

Children are more interested Fluency was better.
because of the way things are 
presented. Comprehension was better. .

Children have a better sense of 
day-to-day accomplishments.

More help from teacher's manual.

Less need for supplemental
The individual needs of children reading materials for the
are being met better, especially 
at the top and bottom extremes.

better readers.

The .writing component is good.

The spelling component is-good.

The classroom management techniques, 
especially the rewarding system, are 
better.

The emphasis on building good work 
habits.

Teacher morale is better; there is 
more working.together.

Phonics program is earlier.
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Advantages of Each Method of Teaching Reading
As.Seen By Teacher Number Two

Exemplary Method Previous Method

Everyone is challenged on his own 
level.

None given..

Competition there, but not so 
degrading for the slower pupils.

Everything--Spelling', writing, 
language--is coordinated with 
reading.

' -

Child moves at. his own speed.

Stronger phonics program. ::

Changed classroom management 
practices. I

Oral reading practices are better.

More activities and games in lieu 
of "busy work."

More attention to building good 
work habits. '
Children have, more interest. -

Always seeking new ways to motivate.

Teacher interest - is higher.
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Advantages of Each Method of Teaching Reading
As Seen By Teacher Number Three

Exemplary Method Previous Method

The emphasis on positive reinforce
ment is good. Classroom management 
is improved.-

Stronger phonics program.

Spelling, writing components added 
to reading is better practice.

Speed timed drills build rate and 
fluency in a better way.

Manuals were better.

Required, less teacher preparation 
of materials.

Fluency and comprehension were . 
somewhat better.

Had more ideas for supplemental 
activities..

Oral reading practices are better.

Doing a better job of meeting the 
individual.needs of pupils.

Vocabulary drills mean higher 
levels of mastery.

Better work habits are being built. .
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Advantages of Each Method of Teaching Reading
As Seen By Teacher Number Four

Exemplary Method Previous Method

More emphasis on vocabulary and 
spelling.

Coordination of writing and 
spelling with reading vocabulary 
is good.

Flashcard drills for vocabulary 
mean higher levels of mastery.

Oral reading practices are better.

Stronger phonics program.

Meeting the heeds of individual 
children better now.

Positive reinforcement techniques 
and other classroom management 
ideas are good.

Teachers' manuals were better 
prepared.

Required less teacher time to 
prepare materialsi

Needed less supplemental 
materials for fast readers.

Fluency and comprehension were 
somewhat better.

More motivation for the story 
and setting of purpose questions 
for reading.
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. Advantages of Each Method pf Teaching Reading
As Seen By Teacher Number Five

Exemplary Method Previous Method

Multiple and aggressive response 
techniques are good.

Vocabulary drills are better.

Writing, dictation and spelling 
compoments aid in learning 
vocabulary.

Doing a better job of meeting the 
individual needs of children now.

Children, especially boys, seem 
more interested.

None given.

Phonics program is better.
Stronger and earlier.

More activities and games.

Children's work habits are better.

Children can tell what they are 
doing in reading. Are excited by 
their accomplishments.

Children are competing but on 
their own level.
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