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Ttaditionally, ceacmng can be legitimately described

as "assumptlve teaching", where the teacher simply assumes

that students héve the requisife skills and abilities to

. handlé their reading and study assignments. Research and
3

éxperience cléarly illustrate that this assumption is quite
likely false"and that many students are having difficulty
reading their assignments independently. Coupled with the <
fact that students receive most of their information through,
print and that this trend is not likely to disapp;ar, the
techndlogical revo‘lution notwithstanding, the need for a new ~
philosophy of teaching subject matter would seem obvious.

One node of content-area teaching that:has proved

sudcessful is what has been labelled "Reading in the Content 3 .

Areas". The basis of this appzoach is that teachers must

concern themselves- with the grocess of Te: arm.ng as

with the products of- learning. This dpg?not nl\ply that

content area teachers are expected to sadrifice content in

favour of teaching reading but rather that the content area
teader, utilizing the curriculum material pertinent to his.
field, incorporates in his teaching style a number of

validated learning strategies., These strategies will allow

teachers to intervene during the learning process and thus
facilitate learning rather than simply being concerned with

assessing how well (or how poorly) learning has taken place.
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& Some nughc a‘rgukthat the foregomq describes teachlnq
as it is rather than sugqes:xng a néw trend or phuosophy.
However, a review cf the literature concernlnq l?qh school
reding shows that such is not the case. Historically, ~ -
reading at the  high school level has been maindy Vemedtal in
nature and not' very successful at that. In addition} various
observational studies have concludedShat at present 'irf all v
levels of schooling there is mainly a concern for management
instrustion; transition Jud vovprehension assessment as
opposed to comprehension teaching. - - E

The literature also shows that the philosophy of
content area reading has progressed well beyond the stage of &g
mere rhetoric to a muber. of carefully deldneated, practical

teaching strategies. In keeping with a nnmber of recognized

authorities in the field this thesis propo; < a particular

heme of: 4 h itd Lt mtent-area t

become concerned with process rather than product.
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Preface

The belief that reading is mainly, if not solely, *

the responsibility of the primary and elementary school is

a naive but brevalent assumption. - Typically, high school

personnel -feel that students have reached a level of

"proficiency by the time they reach the secondary level which

precludes any kind of systematic attention being given to
the reading process. Th;y see themselves as being teachers
Of.convtex'\t only, and all ;qé often reading and content
mstrucuon are uen as mutually exclusive rather than
interrelated. Anyone who sezxously reflects on thxs
ituation will immediately recognize that such an argument
1% ot Gy iaivel Bt alsorvery Siuaglg B Ehe tatagt, *

Tonjes and Zintz (1981) articulate this very well
. &

‘when they state that:

* ... while the ability to read meaningfully
is clearly a necessity, it cannot sadly .
enough be taken for granted. It is well
documented that far too many students today
are sadly deficient in those basic reading/
thinking/study #Kills deemed necessary to
‘master the content of. their texts. And to
compound matters, the range of reading
levels in any given class widens as students

* advance through the grades (p. xv).

Even if one agrees that ptudents cannot read
meaningfully there is little consensus as to what liple-
mentation form a reading program should take if these .° |
students are to be helped. Many teachers conceive of

reading instruction as being the job of a specialist whose
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task is drilling the students on‘} a number of so-called
\ ol

"reading skills". ‘At the high schoo level partwularly, L
\ ; £y

such a skill: r is not Y, but what
3s needed is the concetted effo:t of each and every content
teacher :“h sclence, foreign language, physical education,
English, social ‘atudxes and the arts to bridge ths gap"
(Tun]es and zmtz, P; xv) w‘ . : .

1 concede;that this sounds highly theoretleal or
that it- may be' vxewad as an attempt to get.mileage out of
an idea cnar. has passed out of ‘vogue. Admittedly, the' idea
of reading m the content areas is a hoary’ one but this does
not dm;msh Lcs utllity. The problem is not with the idea

itself but wlth the attempts to ae].ﬂxeate the various

" components of sych a eadm rogram and how to incorporate
s /'r g prog

them into a teqular/ concenc—axea schedule. This thesis
will attempt, to addmpss .both these concerns by pointing out
the various thlnqs’/a contem: teacher can do to facilitate
the reading pmcess. and .that fcllowxng sch a program
really becomes a way of teachin‘g as opposed to "something

else to teach". .
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*INTRODUCTION .
. il . '
£, The Need for the Stud; : k\
: , | Tesescior the Shady -
- *.. . Many educators and laymen £ind it’difficult to .

rationalizé a concern for reading at the secondary level.
. s ; g

‘Howeve, #fiare is'no other area of student learning beg
T our at_fe;xtion quite as much as ‘the need to help student
_handle the various types of readi_ng'r_hey will in fact be \_
required to do. I;\ a section to follow we shall try to | Toe
address. the need of structuring a reading program that °
involves gll content teachers, but here we shall lc:ok a(‘./A
the areg of secondary reading instruction generally.
Some ‘would argue that reading, that is, "gaining
. information through the printed page® is fast’becomiig an
" anachronism. 'They point to rather impressive advances in
the area of telecommunications and videotronics that would
) galm to support their contention. While we cannot deny the
- electronic revolution and the implicationg‘i: will have for
education, neither can we ignore the importance of print.
. In fact,: one -cculd argue, as Alvin Toffler (1970) does;
. that the current knowledge explosion demands f;_ha:t students
"'be able. to racnava‘infom}dun from a variety of 'media:
At the rate at which knowledge is growing,

. by the time the child born today graduates
from college, the amount of knowledge in

. g3 N
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1 " the world will be four ¥imes as great. By
- ; the "time that child is fifty years old, it
} will be thirty-two times as great, and 97%

. of everything known in the -world will have
- been learned since the time he was born
(pp: 157-153) .

Harold Shane (1976)*has pu, the pxoblem into_an
educational settlnq when he states: .

. The pfoblem of ‘the 1980's infkducation
-will be similar to those of the 1960's: .
and thq mid-seventies, but they probably
will® bé\clad in even tougher armour.” They

. will belbroader in scope and the settings
will differ (p. 135). . .

if the problems of the 1980's will in fact be- tougher edu-

cationally, it is imperative that students be taught hcw to

retrieve mformatlen from all media forms independently.

' Since the most important informatmn medxum, for the ptesent‘

and for the foteseeable future,’ is print, it is nct only
10q1ca1 but indeed mandatory that our primary concern-should

be with devlsan a program that will allow students to’read

both meaningfully and independently. ’

weighty ev).dence that s:uden:s are not at present coping
thh u:eir readmg assxgnments very well. Roe,~Stqodt and |

Burns (199&) feel that the reading ability of students in

classes -above the’ .ﬂxth grade commonly has a range of . at.

" least eight school years. Complicating this situation is

the fact that up to 20% of all junior and senior high school
studedts may be in néed of small-group or individual remedial

work to.correct specific reading disabilities. In secondary’

In a leds philasaphical ‘vein one can point to fair‘_iy' :
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. schuéxs, as iost teachers will agree, "grade placement mearis

nothxng in tem of. indicated reading abﬂxty T Y
A stuay conduccsd in-flew York City (1974) and

reportsd xn Robezt Karlm (1977) .underscores Lhe need for.

“read 1nstruction in many-sewndary schbgls.

schncrls ere half or note £ their pup.\ls xeadan at or

: ,above: grdie leval.’ In Bevent:y six Jinior high, schoals fewer

‘than twenty pernent of the pupils were rendj_nq at or ubove
qzade leve1 Q:p. -4). D ow g ot

@ othena’{po;ts sumarized by Ka:lin (1977) cot:qborate

the results just presented. n " Report: of the s‘y Group

‘on, Linguistic mmumcauon.- sponsored by the Natiohal ,

<3
" Institute of Educatibn, it is claimed tme; over twelyve mxllxam
people who are fourteen or mgre years old camnot Tread as well

““as the average fourth gradér (p. 3).. The reading summary of

t’.he Nﬂtxonil e of & 1 report's that

anly "f£ifty-one percent of the’ thirteen year olds.surveyed - . -
s .
and sixty-eight percent of the seventeen year’ olds surveyed

vere Judged succeufu1 at zeaamg for maxn ideas, ma)unq Pee

Snf Tences and xeadinq critically” (p. 3). 4 _— '

' Whua it may be argued that such results are not ).

Inonly :  ;

pertinent to us because they are based uppn studies ca:uea "

out in the United States, one wonders if the situation is any

différent here. . While it is dlffinult, indead impossible,’ to

“"cite statxstical evidanm that would -uppozjh-g mntanuoh.-
g Y

o




0
2

" .
* one cop1¢l'{a-xly argue that students in Newfoundland are

equallf deficient with regard to reading ability. Teachers

.} in all content areas in all parts of the province generally

+,decry the inability of their students to handle their

e ithe assignments. This is supported by the Guidance -
Association of PleaSantville (1971) report that most
Newfoundland schools do not have any effective reading-study
skills program. It was also reported that students complain
that they do not know how to study and indicate that too much

= time is spent studping without success because of their own ‘

insufficient and ineffective study methods. The implication

“ for secondary school. reading is obvious - students must be

helped to read i 1y ahd fully if they are to

avoid frustration and failure.

. : Nature of the Stugx “

N It was mentioned previously that high school personnei
qene;ally do not see’ reading instruction as part of their
responsibility, and an attempt-was made to voice this concern
in the preceding section. .Even if one ddes feel that a
concern for the reading process is an important part of oqe"a
instructional responsibility, there is little lqreem?\;xt_an'r.o

how:that concern should manifest itself. More simply, what

N

question for us. He maintains:

form should a secondary level reading program take?

H. Alan Robinson (1978) has helped to answer this

- v




lthough there is no gudrantee of and
certainly no formula for sucdess, it seems 4
’\_/?Asonable to assume that if instructors
A1l pla:e emphasis upon guiding their
gain i in unlocking

 the ideas of'a discipline, more adequate
learning should take place in a given .
.content area. The independent 19arnerd;
the students who have learned the
‘techniques for unlocking ideas, can fend
for themselves in the acquisition of
knowledge, and will learn more to depend
on the ‘teacher as a,guide, a question
formulator, a reactor, an evaluator, and
someone ith whom a meaningful dialogue
can be maintained (p. 16).

.-
_Herein lies the strength of the approach. A reading program

that stresses the inyolvement of :all content areas, as
opposed to being restricted to the efforts of a single

reading teacher is the most sensible way of integrating. the

_teaching of reading with contént instruction. The ambiguity

of the phrase notwithstanding, "every teacher a reading’
teacher" is ‘sound educational philosophy. | ' .
This fact alone 'is rationale enough for a reading
instruction program that stresses the involvement of all
content-area teachers. While one may have his own beliefs’
regarding the theoretical positioning of reading specialists,
we must.all agree that the ultimate goal of reading must be
"meaningfulness.” Hill (1879, p. 98) claims.that "the
reading act can only function meaningfully in terms :’cf the
substance of the message." Inpliad n this-statenene is the
indispensable role of content material in reading and t}:e
indispensable role of reading in content material. The.

interpretation simply cannot be ignored.




’ 5 This position is reiterated by Robert Karlin (1975,
; p. 254): - A
§ The main point to remember about reading
instruction is that it should be offered
4 . under circumstances likely to promote
$ growth. ‘Instruction associated with the
subjects pupils read about will be more
> . meaningful ‘to “them than instruction that
stresses. mere skill Qevelopment.

Numerous other writers have emphasized the same point.
Shepherd (1973, p. .11} supports the view that reading does
ST 7 . not and canno:'take'pl.ace in a vacuum. He states:
| It is generally accepted that a student's
competence in a.reading skill-grows best

AR when he is instructed in its use at the
7 moment his need occurs. i

—")The student's need presents itself every time he is instructed

AL
to.read an. assignment and gain sufficient knowledge from the

§oe ' process, Reading skills taught and nui'tured under these
. - .
circumstances are those most adequately acquired and most

stmnqu developed.

b '

g CEA Not only can reading be tatight sore effectively usingu

ma:enu that is meaningful to students; so tod can_the_

RN taach;nq of ccntant be enhanced. This two-way rela:iens)up

. g |
. batvees reading and content instruction was mentioned in .an

A . earlier paragraph and it ia articulated very well by Hill
(1979, p. 110). 1t is more fully elaboratéd by Strang (1970,

. X 229) i¥hen she state

| Proficiency in general reading skills is not

I ; enough; pupils need a technical vocabulary .

I' i ¢ - and special skills in each of the content S
are <

|



It doesn't take much imagination'to realize that helping

students acquire a technical vocabulary and those concepts

which may be pertinent to a particular content area

transcends the mare teaching of resding.and inclules the

internalization of important content ;na;etial.

g . Herber (1978, p. 4) advocates the idea of reading

J instruction in the content areas to the point where he states

{ that’ "the curriculum content in each of the subject areas \

: ) should be ‘the organizing element for reading instruction." \

i He clarifies this position by‘recognizing that "reading \
skills are the means by which one learns the content of the \

material being read." When one accepts. the notion thaf

. reading imstruction and content area instruction are so. ° |
closely related, Karlin (1975, p. 254) points out that.
teachers are lessening their own headaches, for they "will
not have to be concerned with the problem of transfer of

learning if skifll development parallels the acquisition of

content.” As well, Herber (1978, P. 4) also claims that
integration of reading instruction with content area - )
instruction "meets the challenge of increasingly sophisticated
»mterllal by showing ntuden’ts how to apply the same skills at
increasingly sophisticated levels."

e . ‘Devine and Evans (1971, p. 5) had earliex:supported
the ‘integration of reading and content instruction.. While
certain researchers such as Robert Price (1978, pp.»ilz-nl)

may feel that reading and content are in opposition, Devine




and Evans (1971, p. 5) feel that "a dichotomy between content
/
and skills need not exist if s)ﬁills are not isolated and

taught independéntly.” The same writers go on to- state that

(p. 5):

y The skills taught are those needed by
students to successfully complete
\ textbook assignmenigg,-and the skills
3 ° are taught functionally as teachers . t
Pl use textbooks as a means for developmq
I reading and study skills.

Thus, optimum reading instruction in the middle and .

secondary schools implies that eyery teacher must become

‘involved in the reading processd If this is to be labelled

"every teacher, a-reading ‘teacher", then so be it. Successful

|
|

i
I

acquisition of content area knowledge comes through the use of
previously learned reading skills and the development of
further reading skills. The point cannof be overstressed.
The tegching of. reading is not an imposition on the teaching

of content. Rather, the teaching of reading and the teaching

of content are integrated. Herber (19‘78, p. 11) states the o

point well: y \
Thera is no place for reading instruction,
as reading teachers generally employ it,
in content areas.  There is a need for a

. whole new strategy in teaching reading

: through content areas, a strategy that uses
what we know about the direct teaching of
reading but adapts that knowledge to Fit 4
the structure of and responsibilities for
the totald curriculum in each content area.
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, REVIEW OF RELATED LITERATURE g

This literature.review will comprise four main

part:

(1) Reading instruction at the secondary level in

historical perspective;
() The jenphasis being given reading by content- .
area teachers in their classrooms; S 2,

(3), The effacm.veness of various kinds of reading

‘sczacegien in the content area;

*(4) The salient features of content-area reading.

I. Reading I i Histérical Perspective

As has beep '-g\ntionad. many teachers at the high

. schqol level feel that reading is not a part of their

nsibility and that a student knows how to read véu_
enough by the time he leaves elementary school. This isa
naive ana SnvAlSd ARSI A 15 £6E 6 _n+ny informed
people a most perplexing attitude when one co| side:s that.
as early.as 1941 writers were decrying the u afulness of
auch an lttitud@. Eva nnd Guy Bond. (1!41) spggested that no

better results could be expected £rom thin rocedure (or

lack of procedure) than to leave a vegetnh garden to grow b

by itself without any care once it has beep started.
- —~



Nevertheless, the attitude persists; such admonitions
ni‘?twithscanaing.

| " In fact, a concern for reading instruction at the
high schol level goes back even further than Bond and Bond.

In ‘1925, The Twenty th of £he National soclety

for the Study of Education, stressed the need for hl.qh

Sch‘DDl reading instruction. This citation serves to

illustrate the point that reading instruction at the

P 7/ A
secondary level is hardly a novel or revolutionary toncept.

«It has been a concern of educators for six decades or more;

" unfortunately, it has not had significant impact where it

counts - namely, in our public, schools. e :
Those early pmponem—.a of reading lnstructxon at the
secondaly, level, particularly pre-1950, were mamly concerned
with remedial feading imstruction. Certainly Nila B. Smith
(1965) agrees with this view, as do other writers. This is
not to say that’ remedial’ reading instruction was the only
concern of those involved with high school reading since it
was Bond and Bond (1941) who f£irst used the term
"developmental reading" to’ dsut‘ingugsh a program planned in
terms of all high school students from a,remedial program
designed for sgeciul students’(p. 296). As -Smith daliEalnE
’howevex, reading instruction at the secondary level ﬂuzl,/ng

the 1940's and early 1950's was mainly,of a remedial nature?

s

;
i
i
!
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s is 5o often the case in North Amerifan eaucation
it was a 'series of évents on the internationallstage that
forced a change of focus in reading instruction. According
to Cowan (1977), Communist activity in Korea in 1950 and

Sputnik in 1957 forced to become i of the

need for developmental reading programs at the-secondary
level, and this quite in addition to the remedial. Robinson
(1977) agress with Cowan's contention and statas from 1960
onward, at 'leaut, there was a ‘decided expansion of dgvelup—
mental reading” proqramn in mgn schoo]. .

Bamman, Hogan ‘and Green (1967, p. 123), for example,

held that every field of knonredge had its own 1anquaga and

that to succeed in that held one had to know how to read the
unquage. GFommon (1963) xelterated the- position of Bamman,

Hogan and Green. During the later sixties more and more

adm:atcrs and writers ve:e beenninq convinced of the need foy fc7

reading programs at the secondary.level. One of £he most
important of these was Robert Xarlin (1969), who edited a
B

collection of essays entitled Teaching Reading in High Schobl.
Numerous writers in this text stressed the urgency of tea Ii.ng

reading that would involve teachers from

‘many content areas
as possible. Carter, McGinnis, and S.E. Davis are but a few
references in this area’of concern.

‘While'the pundits of the sixties may have stresged
davelupment-l :eadlng programs. for the mnjoxizy of at,udénta
as oppoued to remedial instruction for ‘those with leri/o’ua

/
4 g 5 ) = I

¢
|
i
i
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_the activity of the 1950'5 thus:

\ : . .

skill deficiencies, there are those who argie that very little

impact was felt as a consequence. \iérber (1978) feels that P

the main reason'for this was that, ln the main, very little
attention was given to lhe relationship of reading to content.
He goes on'to state that despite the expenditure of large .-
amounts of money little real® benet’x: was ‘realized, becanse
reading instruction in the sxxgma involved programs that

were separate from the regular school curriculum. Despite

the urgings of- such writers, a Kaxlin, Larter, and McGinnis
and Davis for readmg programs that stressed the favolvement

of content atea teachers, Herber (1978. pp. 1-2) -summarizes

©

Students were given special reading .
instruction in a setting different from
that in which the reading skills{were
actually required: Separate reading
classes were formed, and rarely was
attention given to coordinating that-
instruction with what was being read

by the studefits in their subject areas.
It was left to the students to transfer
what they learned in the reading classes
to what they needed to learn in the .
content area classes. Most people were - .
disappointed because, even though

students improved their réading scores

in the reading classes, tHey did not

progress proportionately in their

reading performance in other subjects.

~

Herber implies that the 1970's witnessed an important
change in direction for secondary reaﬂinq instructxon in that

the relationshdp of reading 8nd content has been more fully

_recognized. In a somewhat self-laudatory (:Dne, he claims

that<liis 1970 text was "the first book devoted exclusively to




reading in the content’ s _‘umue one could probably ~
argue with this conténtion the essential truth of ‘the state=
ment camnot be denied. We seem to have come almost full
circle since the 19104@..:1 we m‘)v believe that :ecnndazy
reading has to be more than remed.xal. with emphasis bean
placed upon helping students acquire;the specific reading
skills or strategies pertinent to particular subject areas.
‘ !

Baldwin and Readence (1980) have dtated that during the

last decade we have séep a prolifération of information !
about content area reading as ‘neve! before, and certainly,
one has only to sample the literature to prove the veracity
of this contefition. : ) =

ion, then, has had a fong

'y reading ins

5 m, ¥
if not colorful past. In the writer's estimation we have'

seen a positive evolutionary trend ‘in favour of the view that
reading instrhiction at this level has to be deYelopmental in
nature, igcludipg even the gifted uuaant. wherp all content
area teachers will Ilelp‘students appl strategies
specific¢ to their field. As anudod‘ to nruu;, however,

such postulating has not had enough of an impact where it

'xeauy counts; namely, the high luhooll. Baldwin and

Readence (1980) put.this very well: |
i Unfortunately, however, the receptive
audiences have been reading personnel,
not content area teachers, and the
poténtial benefits to students in
English, science, history, and
mathematics classes have been unrealized
because subject matter specialists either
have never heard of content reading or
have summarily rejected the idau as an
nto their

v




II. The Emphasis Being Given, Reading Instruction : T

in Content Classrooms’

| ' L ) : '

i i, The observation of Baldwin and Readence (1980) that

1
rcontent area teachers: have not really been reached by the

theor.\.zing concermnq high schoul tead:\ng instruction is

easily supported in the literature. Numerous studies have &
‘been done over the years which show that, generally speaking, 3 0
content aréa teachers are not, very much concerned with the ® Ty

reading process in their respective subject areas.

Austih and Moores (1963) commented on this situation
" in their study. They reported that teachers feel that, they %
"o not have sufficient time to teach everything and, unavare

that a d.lchotomy need not exist, feel. it more important .to

cover content than to teach ‘the reading skills in the content

areas. ¥ %

.Gun'n's (1969) study dramatically illustrates the

strength of the foregoing argument. Gunn revealed that 90

percent of the ten thousand American teachers sampled aia
" not feel prepared'to teach reading. In the same report it
1 Watee EhAE SyllEe SUNN 9692500 Shservel minites 6F
“classroom instruction that English teachers spent 52.2
percent of their time on literature, 13.5 percent on language,
15.7 percent on composition and the remaining 18.6 percent on
speech, media education and raadinq 1nstruction, respecuvely.

Cawletti- (1963) surveyed forty-two mid-west high:’

g . \ - .

;
!
! schools and reported that only twenty-seven percent of them '
i




. had reading programs, of which only twelve were‘devellopl;lental_
"and none ‘were very good. Simons.(1963) found much the same - -
thing when he surveyed 127 high schiobls: ana aiscovedied ‘that
whijle two-thirds had :eading programs, all lacl\(‘ed depth, .

scope and good w&ustzatlon. -

a.s. Art%(l%ﬂ) seeéms to have summarized thie

o : activity up té the 1970's ‘fairly well:
& . (1) Systematic reading instxuct).on beyond

o
grade six was uncommon.

. (2) High school programs were extremely
P limited in that they lacked speclflc
°  objectives and scope. .
(3) fThere vere more programs in’ the junior
¥ high school than -in’ the senior high .
school.’

(4) There was a mirked scarcity of trained
teachers and reading -supervisors.

The immediate question is; has the situation improved

S . .
as Robert D. Price (1978) are representative of the field at “

i

i

i

at all in the last tdn years? If the attitudes of such people ’
|

i

|

y large one could probably say the situation has worsened.,
) / Price stateés rather explicitly'that teaching reading is not
‘the'job of the social studies teacher., He feels that if -
reading ana mncgné were tieated ‘simultaneously: (1) content .
would éill;})ly be a vehicle for reading instruction; (2) teachers . !
would'be trying to attain objectives that are really ;
incompatible; '(‘3) poor readers who may have'bean:experienc_inq'

success at $ocial stffiies would be completely alienated; and




(4) teachers,would feel too frustrated because they are not

i s really qualified to'teach reading.

- 1 While Price's may be an extreme position, one wonders

© ig a vast majority of tea,qhe:s do not feel as he does. Rather !

than try to address Price's arguménts here one can- simply

state’ that Bob Taylor (1978, pp. 313-317) lind provided a nost
adequatd eritique of-'p?xce s majot POTAts! NevertheleSs,
numezous reseanch studxes would ‘seem to indicate that Taylcg

. and other propcnants of tontent-area reading have a. fosmldable e

‘e ! task ahead of t!

y . - Margaret 3. Early (1973) ‘reviewéa secondary readmg . $
g  instruction and concluded that: - “
) i ' i
~ < In the past thirty' years, the’ status of 4
. - reading instruction in the secondary b
. J school has changed very little. <In 1972 = "

3 as in 1942, we are still debating the’
' . merits of special reading services and »
urging the whole school faculty cc teach

‘ réading in the dontent fiel .
bl : ©  the exceptipnal school system «:hat effers

it caurses’ in reading and study skills oV
.-beyond eighth grade.. Only in rare * T
instances do I find high school depazcmem:s

other than English departments demanding

teachers who' are skilled in téaching' reading.

' 5 * Preed (1973), after surveying 485 school systens and

the fifty U.S: state departments of ‘education in respect both.:

PR to the ‘nature and excant of secondary school reading proqrams
and to the csttlficat;ou scandards for: teachers and

' specialists,: concluded that: i e




Secondary schools are still a long way -
. from pqudl.ng what Hxlnan S. Gray ]
5 . ‘suggested in 1948, “a’program agstgned . .3 i
el g to promote maximum reading th among . . - 4
all hiqh school students in keeping vir_h S S
their individual capacities and needs." - 3

JFreed goes on to state that as many as 34 percent of the,

Junior ‘high schoofs and' 45 percent of the senior high schools . .

surveyed offer no reading courses. The most encouraging |

Toa ce:tnin extent Presﬂ' unettlon thal: ;chool

osiiiiels recognizéd ‘the need for: Qnanqe and thus by ¢
imphcacion uould do acmathinq. about it hbborn out by Bxll’n o
(1975) observations, He fousd that 77 percdne of 172

responding schools.reported some-type of organized reading

5 ) 3 - e i
instruction in one or of grades seven through twelve. N §

However, a c].o'u: look at the dings pzunpmd Hill to
conclude that a rigorous review of content \area reading was

‘required. arﬂticularly disquieting were "the following

observationg: . i P, 8 -~

¥ (1) Most orqanlzed reading mutmctinn took
¢ @ placa in grades seven und eight only. .

S (2) organizad reading xnstructinn in grade* »
i five or six was not necessarily cnrried . e
through qxades seven or -eight. - ,‘j? o
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While Hill saw a trend towards establishing more secondary
reading programs that are broader in scope, he was forced to
conclude thus: g F v % 26

There is little evidence of a vigorous,
comprehensive thrust towgrd reading
. developmént in these schdols. Much
remains to be done in- the'\teading
preparation of both the classroom
. teacher and the secondary reading
specialist. . The data support balanced

cuz:ective-ramedinl . and content area
strategies) rather than stress upon
-isolated approaches or singular i
methodologies. i

_ Nicholas P. Criscuulc (1979). believes that a. survey

of the literature on secoridary ‘reading’instruction reveals

't&ree major areas of concern:

(1) How to reach content area teachers in
. order to increase their undnrltlndinq
of ways to incorporate effective
reading strategies within their
disciplines. -

(2)° How to develop and implement broad
based in-service .reading programs.

the

" (3) How to administer and supervis
. reading progran effectivaly and
efficiently.

Onceé-again we see the need to involve content area teachers
in the reading proce!s) Thinking u:k‘ to Baldwin -and
Readence's claim that the wrong audience is being reached,
one can see that this has been an unfortunate unifying thread
of secondary reading instruction through the years. A closer
look at Criscuolo's findings shows that theke is definitely

a need to reach content area teachers.’ In looking at what



xeadmg strateqtes make sense to content arga’ teachers
(fable 1) one can see, that there are a number of disquieting
trends and that shch _,a state of afiaxrq‘is hardly conducive
to the developmént of ;ound content ‘reading programs. For’
example, 70 -percent of the respﬁndents believed in, y
readabxlxty mulae whereas only 23 percent felt sr_rongly
about disting\ushmq iacc f£rom. opxnmn and 1ess than 50
percent belxeved in skxmnu.ng and scanning ~w1th a'furly mgh
ambivalehce zate for bor_h. ;

11I. ,'-ri{e" z‘fﬁénti#:&eu‘ o VarTins KAAEIEE 5 -
.. = " Reading Strategies,in the i

. % 'coxiteht Areas’ !

ézuhably une of ‘the most d.&stu:ban Facts abodut the -

situation descxlbed previously is that, thete is considerable

v evidence to angast thac cenr.em: readinq programs axe

effecuve. They are effective A not only helping students’

_become better readezs but alee in helpmg shudents more '

effecnveiy to 1eam and asslmlate new information. "As .
mentioned so often preva.uusly. 'concent mstruc;ion and

reaqu xnst:uctien a:e ineexrelated xa.thar than in Te

opponition t6 one another.

Call-and Wiggin (1970) reported an experiment where a,

ccntrol group was, caught a nnit 1n algebra without’reading’

instxuction in the ltntegiel app:opxinta to, théb subject.

}\n experimental‘grcu? yas taught the same unit but with

e

.E\,y"




’ & A : N
. v g
, N
Response
.02
.00
-.00
04
‘.02
Decoding Rec. Short Vowel Sound .48 .24 .26 .02
.ot Rec. Vowel Diptfiong .50 .20 .30 .04
Syllabicagion : 36 ] .26 04
Comprehension Reading for Details . .06 .28 .02
. Following Directions .74 12 .1 .00
" Sequence .74 .08 .18 .00
Anticipating Outcanes .48 T 32 .06
Fact from Opinion .28 .30 .34 .08
Creative Thinking .62 .18 16 .04
Cause and Effect .56 .18 .22 .04
Main Idea .52 .24 .20 - .04

.
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instruction in the

iate reading s s. ‘The

experiment was adequately controlled and the exberimental

group was found to achieve. significantly better than the
r_:om:rnl group who were simply ‘taught content.

Call and Wiggin's £indings simply reinforced results
that fiad been reported previously. Rudolf (1949), for
example, conducted an experiment with eight.grade social
studies students. She reported that those students who had
been given specially prepared materials on certain reading
skills showed greatér gains in social studies knowlédge,
study skills, and reading compr b

than ¢ le
studefits who had had no such instruction.
Schilldr (1963) reported a study which used control

and 1 groups to that the

and functional use of work study skills in the social studies

resulted in mastery of skills and promoted a significant

“ improvement in geography achievement. .

similar results were reported by Severson (1963) with
high school sciente students who were given instruction in’
reading and study skilla as opposed to students who were not
g: uch 1natmction. »
lton (1956) showed that a reading study skills

program also had a positive effect on the academic achieve-
ment of a selected group of university students. One
important aspect of this study is that it had a longevity
8 three full semesters, which obviously must add to the

vulidxty of any genetalizationu qaneznbed By the study.




that various reading
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Robyak (1978) reported a revi\Lw of research relating
to reading and study skills and their effect on academic
achievement. Generally, he was able to report that there is
a positive correlation between a study skills program and

academic achievement. This is not to say that there has

been complete agreement regarding this issue. Many studies,

for example, Stordahl 1956, Noall 1962, Howe 1970, and Idstein
1972, found little if any increase in learning from various.-
reading and study technigues such as note taking and
underlining. v

In an attempt to reconcile the various opinions Annis
and Davis (1975,.1978) conducted two studies that are two of

the more comprehensive ones conducted to date.’ They conclude

,? or study s such as
[
note taking and underlining were found to be effective. With
- et

regard to note taking they said that it was an effective
technique because it served an encoding function whereby
students were forced to transform lecture notes or a printed
page into personally meaningful form. )
Stoodt apd Balbo (1979) were able to conclude the
following concerning reading and' study skills:
(1) The integration of study skills
instruction with content leads to
. greater mastéry of both study .
skills and content.
\ ‘ -
" (2) Improvement of study skills appears

to enhance learning in the content
areas.

i
|

s

-



\“’Sci.\dents who are not taught study
, skills apparently do not identify \

i and learn these skills independently.

- \
(4) Reading specialists and content 5
teachers can and should work
together to provide instruction in
those study skills which will
. enable students to become independent
learners.

(3)

It is possible to conclude from the evidence that has
been presented, somewhat scanty though' it may be, that content
area -teachers can help their students achieve more if théy
would include vanous Lntsrventlonlst zeading and Etudy

strategies in their instruction. If we do.not take advantage

of ‘the potential' that a content reading program holds, we will
< +

do our students a most grievous disservice. .

IV. The Theory and Practice of
Content Area Reading

So.far in-this literature reviéw an attempt has been
made to show that.reading in the content areas is an approach
that most people concerned with reading agree with and that
this consensus is the logical result of an historical
progkession. In addition, it has been pointed out that the
most appropriate audience, that is, teachers and other high
school personnel, have not been receptive to this philosophy
bdaspice its. proven effectiveness. If one accepts these
arguments, the logical conclusion for this review would be a
closer examination of the nature of content area reading.

~




_Even though a previous section has rationalized the useful-
ness of a content reading program, an attempt shall be made
here to ‘elusidate the machanics of an approach.

Much has'been said already about the fact that in a

content reading program reading and content are interrelated -

as opposed to having reading es to .
their curriculum content which they have learned in an

artificial situation. A. Sterl Artley has put this very

well: ' L N

. | . .

Since the teaching of cortént assumes that

the learner will need to purposely select,

comprehend, organize, evaluate and apply
leas, generalizations and principles--all "
these being reading competencies--the

close alliance of subject matter and

reading is a natural and obvious one.

This is the cc;nerstone of read;mg in the content
Devine and Evans (1971), for example, define reading in the
content areas as the "teaching of reading in the subject
matter fields, usually by subject matter teachers.” Although
the write®s qualify their definition somewhat, standing alone
3t does not include the idea of integration of readx.nq and

content in a satisfactory manner.,

A more compelling definition is provided by H. Alan

Robinson (1978) :
A secondary reading program then should be
. ¥wConsidered tha complete set of skills and
strategies needed by each student fto contend
with the vast array of print material's to be.-
digested during the school career. r

areas which many people seem to ignore or dismiss too, lightly. -



~ . \

This aettn

is clearly what Robinson had in mind. He goes on to say

that at the secondary 1eve’J., in particular, there is no
sequence of skills—t5 be taught When reading tasks appear,
strategies should then be employed that will tackle them.
.As the NCTE Commission on Reading has noted,(Robinson, 1978,

19) :

— Indeed one danger in the."back to the basics"
call is that it can encourage the separation
of the teaching of reading from the teaching
of content. ‘The result can.be the teaching
of reading as an isolated process. rather than
as a means, for the communication of information,
ideas, and'experiences. It is easy to forget
wherr we become_concerned with "the basics"
' that our best learning occurs when we are
performing real and slqnltlcant tasks. - .

Readénce,, Baldwin and Dishner (1980. p. 523) mean the W

same thing with their idea of "content cnnmunicauan" which
\
they define as: .
good teaching practices which are designed
to teach more effectively the ‘efsential
- concepts of subject matter areas. It
deals with communicating content to
. students by means which #ill ephance their
learning from text. 4 8
What this definition implies of course is functiofal
reading - an idea which Riley develops more fully. He .
contrasts the- ideas of functional reading and direct readin
Whereas direct reading instruction is product-oriented,’
functional reading instruction is’ ptocess—otianted. By
followmq a xeadinq process relevant to the assiqned content:

" reading, the student acquirea mastery of the process employed

tion is based upon the idea of integration, ’;m%h\




and knowledge of the content used.

Riley's (1979, pp. 132-133)

definition is diagrammed in Table 2.

Table 2

' pIrecr

FUNCTIONAL .

Iden?).f).catxen of body
lof skills

Identification of content

3

¥

Selection of skills
(product-oriented)

Selection of skills
(process-oriented)

ke
1 L 3
T . -
Application of content Design of instruction
T F SRR Y]
Reading task Reading tasks / Learning Tasks
T 1% Z

_|Acquisition of

¢ shiect.

P d

y student

Agquisition of content.
and process by student

Riley,.James D.
instruction,

"According to Riley (1979), then:

Teaching reading. in. the

- instruction. that facilitates the learning
of content area concepts through careful
design and impleméntation (by 'the content
“tedcher) of lessons that focus on ‘selective
processes, " theorstically based or empirically
verified. L

Defining content area reading
Reading World, 1979, 19, 129-133.

content areas is
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s
This definition covers all bases since it conveys the ideas
of integration, communication, and faciutation,_ all in the
Gagsen OF Better teaching and better learning.

As mentioned in the introduction then, while

certainly not a novel idea, it is one that has the potential

for greatly facilitating the learnifig process if approached
in the right way. The key is to elucidate the important

constituents of the ecn\cept reading process and to

incorporate these into an instructional methodology based on

prdcess rather than product.. Hopefully, in the pages to

follow both these objectives will be achieved.

~

4,
.
|




CHAPTER IIT

TEACHING READING AND STUDY SKILLS

An_Experimental Curriculum
Introduction
It was necessary to define content area reading
clearly and precisely because misunderstanding and mis-

conception regarding the concept is a major obstacle,

" towards mpxemenung a successful content reading program.
Cramer (1978, p. 391) referﬁ te the misconceptions held by H
conten_t—area teachers of the cliche, "every teacher a
teachef of reading”, and reading in the content areas - -
generally. He claims that: '

Teachers have overlooked the rather fine, ’
but crucial, distinction between reading
as additional content to be.learned and
reading as a process to be used in
learning from the printed text. -As a
result, they tend to dismiss readimg as
additional content material for which
they simply canpot find the time or
place in their present curriculumy 4 . |

le enly necessary to recau Riley's (1979)
definition to see that a conterit reading program ‘is not an
*appendage; dn fagt, 4% dn, ot ‘something to’be tanght B¢ aiis
As Riley explains waptent area reading is instruction =- a
way of teaching =- rather‘than scmething to teabh. I am
‘fully cognizant of the fact, h;)mva}', that merely defining
what content area zaading is does not answer some of the i
other obje:tions that people have tovndl such a mathod of

.




instruction. Many of these objectic%_aré.'valid and must be

redressed if content 'area ‘reading is to be successfully
implemented. 3 ) , *

For example, Cramer (1378, p. 392) identifies Lack
of preservice training of teachers in reading instruction as

‘a major obstacle to implementation of reading in fhe content

areas. 0'Rourke (1980, p. 339) recognizes this ‘obstacle, as

well, and goes so far -as to- state that "a course on teaching

reading- in the content areas should be.required for future
teachér certification". Marksheffel '(1956,‘[.).\155) had
earlier made the point emphasiz{d by the authnrs above. "’As.
well as lack of preservice fraining, 0’ Rcurke (1980,. p: 339)
also poxm;s_ to x\-\adequat‘e inservice. training in reading in
the content areéas. Whether ‘such problems woqlri_-pxe;_qude the
successful implenéitation-6f content’ area ‘reading ié opén to
conjecture bit they can be serious drawbacks. It also seems
to me' that such concerns can be readily' rectified since.they
are in the administrative domain dnd can be taken.care 3 by

regulationy % ¥ . X !

Kore serious obstacles are those outlined by
Marksheffel (1966, p. 155)‘ and Herber (1970, p, 5). ‘Hez‘ber
(1970, p. 5) ajms that teachers are "haunted" by the ’
massive am&unxf textbook material they are required fo
cover Lx;fthe span of a school semester. Ma“xkshefiel (n1966,
p. 155) more clearly defines this syndrome :in’teims of

administrative pressure to focus on use and completion of a
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prescribed textbook in a content area. . Any teacher with a
modicum ofiteaching. experience will recognize ‘this problem,

but rather than merely lbok \ipon it as an obstacle i~prefer

" to conceive of it 'as one of thé detriments to a quauty

education thatjcontént area reading-can care fur. .
ﬁerhaps the hest—knwn obstacle tu conten\: area
reaqu is the-neganvé, often’ cynical atntude ‘of the
content. area teacher toward reading in the content-areas.
_For example, Olson (1968, p. 239) in a study of ccntent

teachers' attitudes toward teachlng readmg, found many

incunsistenc).es in teachers' zesponses, +to. the point ‘Where .
his study ‘was almost totally useleua- except for the fact )
that it ind:rcated teachers' ‘confusion anddoubt about the’
concept itself. péou}.o E1969) s‘i‘milarly;conclu&ed that
wm.le teachers generally reccgmze the need for readinq
Lnstxuctxon they fee]. inadeqeately prepared to become ¢
involved. Thxs reticence was ‘citkd by Fishei (1974) as one
of the main reasons why very few reading progiams involving
secondary teachers. have been developed. Y. )
Quirk; Weinberg, mn-men'and Nolan (1976) * Eoundahhat

teachers spend most of- their ‘time at the folrowing'

(a) Management of instxuctionv‘- 308)
-(b), - Pronqunciation and wordy < < ‘.,
.-« recognition activities i NE
(¢ comprehension activities aze L
(d) * Spelling .. X i oy .
‘(e)' Non-réading instruction, , 18—
] { et ]
. - e o
N L] .

~ G
. N\




purkin (1978) in a comprehensive study that cannot be fully

i - | .
i . sumnmarized here reiterated what the above researchers
oo, " Goncluded. Briefly, Durkin (1978) discovered that there
i was almost no comprehension instruction in the classrooms

 observed. Most attention was paid to ‘comprehension

ansassinat,” Yhat: Lk, beichiere wataly attended to_gfving,
t i . tompleting, and checking ass¥gnments. There was ek i
. spent on 'transition! and 'non-instruction.' While Durkin's
study was limited t the élementary situation, it is'probably
safe to conclude that the situation ‘Ll'even.muze deplorable .
at the secondary level. . ' . Yy
‘. The ’point of all this seemingly extraneous detail is

that hiforically teachers at the secondary level have had a '

o g " I g i towards reading instruction as

‘evidenced by|the surveys of teacher attitudes and the class-

i . room obyervation studies. I woul@ assume that Newfounﬂlanrl{ i

teachers would feel much the same way that the teachers

quoted in those studies feel, whijh may have serious

implications for the implementation of a content reading

program. However, on a more optimistic note, a relatively

. recent study conducted by ovRourke (1980, p. 339) concerning '\ s

; uacher attitudes towards content a! aa-xeadinq specifically * {
found the attitudes of :eschers toward the concapt relatively -
good. His study, hovaver, did ‘not examine the uxtent to whh:h

2 .these positive attitudes were reflected in the integration ui |

- reading instruction into the contentareas. .
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. secondary level.

b »
takes’ place, -after which the results can be studied.

. For the most part, little current research has been

conducted regarding the ,types of -reading programs at the +

This has been mentioned before, and Cramer,
for one, (1978, p. 392) points this Sut as a serious problen..
He claims that it is this lack of knowledge and lack of -
conviction that reading in the content areas is successfisl

approach to reading i thg middle and secondary schools which .-

= 1/
causes a‘lack of commitment to the idea.by content drea .. 2

-~
teachers.

Even'so, this is'a real "Catch 22" situation/ since

“Zannot: be fon first

unless
I feel
that'in the Review of Ln:e:atnxe section outlined previously
enough documentation was Presented ‘that peints to the’
henenc;ax effects of some form of cantent area reading

: may not succeed does not

i ion. Saying a

prove that.it will not succeed. -Oftentimes, such attitudes

¥ of cynicisn nd negativism overpower all other obstacles to

p:ogress. Noted ‘educators have, in fact, provided potentially
p:accickg and .sound philoséphy and theory for reading in the

content a.

of the content e teacher, and a heavy responsibility, .at

. that, 'in'an aga/where student failures and perceived. teacher

inadequacies are-Pikely to become issues of public concern.
What then are some of the thinqu a teacher must do .

in order to J.ncorpatnte :endinq with content instruction?

as.. Implementation is the ultimate reaponslbl\l:y (’ .

i
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I believe the procedures outlined in the following pages are
some of the reqiisites. '

A. Diagnosis )
Every teacher has to be concerned with getting to
know his students, which essentially is what diagnosis is

all about. For many, however, "diagnosis" is a word in a

textbook or something carried out by a guidance counsellor

or educational.psychologist. Cohstraints of time and-lack
; : g . z

of understanding about-what comprises diagnosis are often

cited as the main reasons for not becoming heavily or-

directly involved. Nevertheless, the reéading-conscious -
Eanclins wuat Weat ench bumnt VEEH vl o géttinga .
complete picture of that student's strengths and weaknesses. |
How then can one recongile two seemingly contradictory
viewpoints? This is more than simply a zhem:}cai "question
-siné€ such a reconciliation is necessary if a content reading

is to be 3

We cagnot'escape the fact that teacRers are busy and
that diagnosis Ei‘anmnéa time and energy. Nor can we deny the
benefits of careful elucidation of the capabilities and
‘weaknesses of students. This, however, is not answering the

question outlined above. I feel that teachers can be

sticcessful diagnosticians if they could redefine thedr
concept of diagnosis in terms of how it could be conducted

and how the results can\be used. - 3

~ ' g i

p—.




Quite simply, the intent of diagnosis is to determine

' s and’ and to use the results as

the basis of idstruction. The aim is not to gemerate a grade ~\

. v ;
equivalent to be placed on a cumulative record for who knows

what purpose. Thomas and Robinson (1977) -uqqen the
following framework for dxagnous- @ / .
Y (1) Learn, often through observation,

¥ . which skills students already have.
' (2) Examiné the assignment to learn
precisely what -skills they must
have in order to complate it.
(3) Tie in instruction in these skills
: in which students are deficient,
s thus removing roadblocks.

Many teachers will react immediately to this and say
that it is too vague and time-consuming. Diagnosis to them
‘usually involves the administration of a gtandardized test
which ties things up in nice, neat®little pacRages:* While

‘ch a process may be convenient in terms of ti.na and record
keeping it is not in keeping with the philosophy of content-
area reading. snnandized tests usually only report the
pmduc’ts of very lpeciﬁc’types of reading students are
called upon to pexfun‘bsn a subject-matter cxa-;xoum
{Robinson, 1978, p. 32). - !

It is unrealistic to suggest that standardized tests

not be usad. However, they should be, used with a great deal

of caution and wlr.h_ a realistic idea of what they can do.

They do not permit adequate evaluation of an individual's

p .
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' ;
reading ability. (To begin, any score reflects frustration

level rather than inst ti 1 Yevel +)  2nd

certainly at the secondary level a score of 4.5 (or 37th

/ percentile or sixth stanine) has little relationship to

overall performance in reading, since stud'ents are asked to
read materials at many levels (Robinson, 1978, p. 35). The ™
most important evaluation tool in the Glasiroon ;gu the
teacher and far more functional than standardized testing
ste watisnin inroemar, proceplres’hatican b nade conEimously
rather than at a given>goint during the school year
(Robinson, 1978, p..36). -Robinson has suggested various
informal diagnostic procedures for us (Robinson, 1978,
Pp. 36-66): g

(a) Observations. To be most meaningful, observations
should be made in relation to the objective(s) of a given
instryctional situation. ‘Asking the class to read an assign-
‘ment and b’ prepared to discuss the main points or implications
of it would be a case in point. Students can be observed as
they read with the instructor noting students who move their

lips or heads, seem to struggle over certain wQrds or whose

“attention s easily ais/l},ctam In the supsequent discussion .

these can be ved ng to specific e

questions which can give the teacher insights into how well

i

or how poorly the selection was read. (It is advisable to

work with a few students at a time and to record dated

impressions.) This is a first step allowing the teacher to
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further evaluate a student's reading ability through the
; utilization 'of other procedures.
- L4 " (b) A valuable device is a "reading autobiagraphy”,
| which is simply a written account of a student's reading
experiences. It gives the student  chance to vent
: . feelin‘gs about: reading and may give the teacher definite
ions about what direction needs to be taken with a*
given student. Ruth Strong (1964) suggests an autobiography
that consists of a series of specific questions such ‘as
o ® those outlined below: & Cosr
- Yes No R
’ 1. # _ ___" Do you remember the name of the
first back you ever read? ,
% ____ As a child, did you prefer
§ T books that were illustrated? N
3. ____ -+ ____ .Do you like to have the radio,
. record player, TV on while you
read? )
4. : Did you learn to read before

you came to school?
(c) Projections. This technigue depends oy extremely.

gQod rapport between student and teacher. The student is

I —

presented with a stimulus thag permits free response and is

encouraged to record information about his inner feelings.

N\

This technique should be used selectively when it appears that //

the information gained may be useful for a student or for a” \

T o2
small group. of students. An example of such a dav}ce’ arranged

as a sentence-completion test is outlined below:




SENTENCE COMPLETION EXERCISE

1. I likei.:
¥ 2. In the morning... ' 3 .
; 3. This school..: : :
4. After school..._ 5
5. I need... - /
6. My 5 . P »
7. My mother... : _ 5 ]
8. My worst habit is... - !
: 9. When'I read... . - . }
10. My friend..._ - £ L
- 11. I don't like... ) ’
12. My .futhe‘t: - e
P Tk N WS § . YA 57'.-
: 14, 5 S5 -~ i
15." People think...
+16. At home, I... X
17. I worry about...
18. I'wish... . )
19. When I do arithmetic... ) J &
e 20. I can't... T E
’ 21. I get nervous Vi
22. My family... i |
4 23. I am... =
; 24. on o8
25." Having fun... :
Source: Rudolph F. Wagnér, Study Skills for Better Grades, : -

Portland, Maine: J. Weston Walch, 1978, p. 1l..
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(d) The Cloze Procedure. In the literature the

cloze proc‘e_dure has received attention as an’assessment
device, readability instrument, and i_ns:;uct'ional strategy.
Only the first appuca:ic;n will be' discussed here. Quite
simply, "cloze" is a procedure where every nth. word is
deleted from a passage the student is asked to read.

‘Usually the first Sentanges VaLE/LHEAGE SH0 BOHSETIEE

the final sentence. Students are then asked to fill in the .

deleted words_and may retrace their steps-and erase when

desired. The objective is to_find out how much ‘background

knowledge students possess about a topic and, especially,
to find out’if they are:capable of‘making connections between
ideas as [the)" utilize the syntax of the sentences. There is
ﬁm‘emphasis on a right,or wrong answer but rather on the
strengths students possess in.'prucessing information - .
(Robinson, 1978, p. 131). ¢

Not surprisingly, there is‘disagreement about how to
apply the cloze proceduré. .William Taylor is generalfy
credited with developing the technigue mainly as a procedure
for measuring reada;:ility (Lamberg and Lamb, 1980,.p..168).
When used in place'of the IRI, the cloze test consists.of a
series of passages each representing a different grade level.

For group testing, students write in deleted, words and the

teacher checks responses with an answer key. According to ,
Criteria provided.by Bormuth (1975), a student's independent -
level is 1n3icuted by at least 57 percent correct responses,



i and frustration level] by ‘43 percent or lkss. In addition,

Bormuth has developed specific procedures\ for using and

construtting cloze tests (e.g., Passages are to be 250 words . i

in length with every fifth word deleted (50 deletions). Only |

s those responses which are exactly the same as the words in

the original text aré counted as correct.).

Many disagree with accepting only correct responses \
SN

L and azgua that: good subatiturions wildn p"serve the meaning

and syntax should also ba counted as 4orrect. Bommuth feels .

that his procedure avoids inconsistencies by a teacher and :

variability among teachers. The procedure also saves time. .

In| addition. the criteria for determining levels are mich

. lower than those for the IRI. A reader could miss 20.words
on the cloze test and 'still be at’tRa independent level of

* performance. Students are not being punished when good
substituticns are not counteds but if a student's ability is

overestimated by counting substitutions he may be forced to

read material that is too difficylt for him. A major

weakness of the gloze test is that it places at a disadvanfag|

those students who ‘are weak in Sontext analysis bt strong ih ©
other skills (Lamburg and Lamb, 1980, pR. 168-170). - £
Below is a sample of a ‘clloze test following’ procedures '
outlined by heth Robinson and Bormuth. That is.to say, the |
. _ —-—-first and last sentences have been .left intact but thereaftér, T

; every 5th word is deleted for a total of approximately 50 ‘
P : ’ ) |
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deletions. In scoring, only the correct responses provided
in the key should be counted. Placement criteria fare thoSe

. .
suggested by Bormuth as outlined previously. °*

. € . Q,

Sample
The Cloze Procedure
Fill in the blanks with appropriate responses.
" The Commission of Government period of the 1930s and

1940s was a long crisis of self-confidence for Newfoundland

as a community.' 6 As the war brought 1 into closer

touch with 2 life, they wondered increasingly
3 their country could survive 4 its own in —
as of insecurity, and if § could whether
it could 7 them with the costly g services
and benefits Canadians 9 receiving.

The crisis of 10 , the sense of vulnerability,
u’ the question. of 12 " services for the
people 13 the supporters of Confederation 14
foothold in the postwar 15 debate. The issue that
16 largest in their casffaign ‘17 not the
relation of 18 to local government, 19 the
relation of government 20 the ;‘.ndiviﬂdual citizen,
21 direct and personal security 22 by

5 .

i
Yo

¢ The ion 23 1y the,

‘immediate 24 for the mass‘of 25 people -
et 0 P—— ;




"Never again would 26 be a hungry child 27

Newfoundland". This emphasis took 28 debate of the
1940s 29 away from the arguments 30 the

nineteenth century and 31 supporters of responsible
r

government. 32 skilful propoganda made the

33 . of a look as 34 they wanted
to deprive 35 - people of 1.mportdnt advantages -
36 - the sake of their 37 pride and their |

own 38 .

cast ih these terms, 39 debate took-on .

something 40 class conflict, with the 41

championing the cause of 42 common folk of -

\dfhnd. 43 federal \J/}\

44 intercede on behalf of 45 "toiling v

nada

masses” against the 46 who would ask them

47 -pay the b‘nvy price 48 a shaky
E! Given 49 type of ign, with
s0 so N " £rom both the British governments. in power in

Ilevfoundland and the Liberal Party in powat in Cunnd‘, it
is not su!prxslng that slightly over hu the voters chose

Confederation.

1 ¥ e N .
Source: Canada Since Confederation: An Atlantic Perspective, ' -

page 235.
- ,




Ansver key to cloze test:

1. Newfoundlanders 26.
2. mainland 27. in
3. whether ‘28, _the N =
4. on . 29. right
5. worza® 30, of .
6Y it ’ 31. the
7. provide 32. Such B
8. social ¢ 33: opponents ,
9. were 34, if : T
10. confidence 35.  the ‘
11. and 6. for ’
12. up-to-date 37. own \
13. qave ¢, 38.. influence
; 14.° their 39. the
i 15. island 0. of - g
f 16. loomed 41. (Confederationists -
17. was : 42, &m—~ N oot
-
18. central 43. The'
19 but , 44. would
20, to . v 45, the
21. the 4 ia;. men * N
22+ 1T, t6 - y
23. supporters.s 48. of 4
| 24. benefits y 49. this
A 25, the . 50. ' support E
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(e) The Informal Reading Invent (IRI). Many

diagnostic tool in many schools. While the|IRI|is usually
thought of in terms of beginning-reading. an| seécndary .
m\eaiaL reading, it is, nevertheless, a valuable tool in
com:em: reading as welly since it is a rela 1vel* q\uck way
_of detémlnan whether or'not students are eadyﬁfo handle
the' specific content. under consideration (Limburg hnd Lamb,
1980, p. Y ' .
simply put, thé IRI sonsists of.a 'sekies of graded = 8
passagesn that is, each passage is written at a particular”
level Of difficulty which corresponds to the Lguivalent grade
level of readlng. Some sort of readability fdrmila(s) (see

pages so-m, can be used to verify grade:level. (A complete

. IRT will have passages from pre-primer level tA‘ grade twelvel)

For each of the’ assages there is'a set of fxve(to ten

questddns whlch can be-constructed in a number 4! ways.

Typlcally, questxons call for literal recall of \detalls and 7.
ideas; interpretations of implied points, causes or‘feelingsy
and sometimes a i such as suppl: e

appropridte title for %assaqe (Lamburg and LJ‘ , 1980,

ing an

p. 163).
" Questions are usually arranged in order %.f diff).l:ulty .
or by level of comprehension. Questions can 'alaC be arraﬂ'qed

to follow the order in which the passugn pmsanﬁ information.

That ‘is, the first may be ansh with 4 tion

i
!



1980, p. 163). . iy . R

- equivalent, the IKT provides three scores or levelsof " 4- iy

“ own, independént of the teacher's help or guidance. .

Etugents may need some help frmll the £ acher --- f£dr example,

pravides’ problems & bé overcome .amd tharefcr » facilitates gE ey
) developmeng of nkills. The frugtration 1evg). 1ndxcates that - \_,
Ehis natssLal, 155 simply too difncuﬁ to read. Students :
-experience‘ frustration and make mistaxea they would not -
dxhibit at the i ional and i ént”levels.: There

isa notiaeable increasa in fzequenoy of mistakes (tanbuzg i

and'zamb, 19807, p. 163, . v G f

statement found tovard the end of the passage, or vat, far

the mdin iddr of, the entire passage (Lamburq and Lamb,

- . /
Whereas standardized tests yield a g:ade-lsvel

reading ‘ability. At the independent level Students can S

read.the material with sufficient ehse to handle it dmytheft' " 5

Y

know almdst all the words and can answex a11 or most of the . T

questions. . At the i ional level, ¢ :ead wn;h

success but may experience some dxfﬂculgy‘l_\usually with

anfapiliar words which they cannot analyze successf\xlly.

Their compxehension is good. With. matenal at ‘this 1eve1,

vuth pronouncing and defining words or by provldmg g\,\idinq

questions. mhxs material is appropriate fm— 1nstruct10n, it

$ i
. ) !
B ¥ " @ 45 - |
- ) .

. |
confained in the first several sentences while the last . . sk
question might call for the interpretation cf a phrase or 3 =,

.~ i
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K & B e 8 . &
Criteria have been proposed for determining the
First, the

different levels, but ‘there are two limitations.

criteria have been tested out on elemgntary-level readers;

3 \ .
‘ little résearch has been-done at the:sécondary level. Second,

| different criteria have been proposed, such as that below ‘ |
¥ | from Emmett Betts and William Powell: . ' 3
= & . i H
v " S * - A i
H ] L Betts Powell : |
v 1 | w F
£ I : ™ Word Recognition Comp.  Word Recognition Gomp. }
. g 1
J: = Independent 993+ 908+ o7 808+ !
i ’ " Instructional N 928+ * 60w+
. Frustgation 943 or 18% 608 91— 508-
| . - - ] 5
o e tousil . ' : Fnl i |
| Obviously caution must be a guiding principle - to wit,.
/ _— i '
; use the crigpria as a'general yuide and gonsider both the
J quantity and quality of mistakes made by students (Lamburglp
e : i
; I and- Lamb, 1980, p. 166 =

Tonjef and zintz T¥481)) define what they call a .

ed tp the thaditional IRT used mainly

Content IRI

BTy
I by elementar: :e)chers‘and reading\sp;eciauats. A Content

! )J - IRD is p:epa:e\é by each teacher usiny: the text for that
Glass. ‘It is adninisterpd to an entire class simultaneously

during one period and rgflects diredtly the area being sl

studied and the types of questions the teacher considers to

be important. The purpose of the Content IRI is to estimate




In_.w vell individuals in a particular class will be able to *
handle t_ﬁ{t text and, vhn‘;skfus still nud':: be worked on
(3. 82). \) ) \
Tonjes'and zintz [1981) suggest the following steps
for constructing a Content IRI: .
g3 (1) select “from the beginning of the text a

tive saible of inately 250-400 words.

(2) The selection can be typed or printed or students
can he’ukid to read it directly from the text.

(3) compose an introductory motivation paragraph that
includes a general ucacgmnt about the topic to be read--a

frame of ré

and’a telling the reader

the purpose for reading it.

« (4)a Prepare ten or more comprehension questions that

include severalvgpodbulary definitions, stated facts (Literal),
. and. inferential questions, asking the reader to go beyond what
s directly stated. Vocabulary terns should always be used
in context, and not in isolation. i
(5) When you completé the rough draft of your questions
- (at 1eusE' three in each c'a:égory{, evaluate each ac;:ozding to
the following:, . ) .
) Vocabulary -- Did you select key terms important for
' your students to know? Did you use ¥
them in contekt? N~

N
Fact == Were the details you asked them to

recall clearly stated in the ulecel‘en?

. ‘ . ‘ _) ) -
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. Inference -- Did these questions relate the topigmto

their background Jf experience?

Part I of the Content IRI attempts to determine the
suitability or the fit between students and their text: The
first part should not take students longer than twenty minutes

to complete. v

Part IT ofAlhe Content IRI consists of needs assessment

of selected skills. The individual teacher is the best judge

of those skills necessary for his students to master for

success in articular class. To construct the-first section
o DAFE T it ia necipsary for Che! teacher o determine which
i].i areas‘are important to assess. Tonjés and Zintz (1981).
suggest_that three of the skill areas:listed below should.be
sele:’ted for testing:

, /(1) Use parts of texts -- Are the students efficient
in using textbook aids, sucH as the table of contents,’index;
appendlces, qlogsary, references?

! (2) Locate reference materials -- Can studgnts locate

and use information in encyclopedias, almanacs, reader's guides

‘and .other reference materials?

(3) Outlining and no:etakinq S~ xe students able to
outline information and take\notes £rom reading references or
while listening to 1aucuxen)

(4) Interpret graphids -- Do students Rgow how to

interpret maps, charts, diagrams, tables, graphs and.cartoons?




(5) Follow directions -- Are they able to follow
directions correctly and exactly?

(6) Translaté symbols or formulas -- Do students  *
know the meaning of specific'symbols or formulas needed for £
that particular subject? i

(7) Define content-specific vocabulary =-- Do they J :
recognize with adequate understanding the special vocabulary
of a particular area? d
(8) i)isplay comprehension skills -- Are students

able, to note main ideas, supporting details, sequence of

events, conclusions, cause and effect? -

{9} Use stuly strategies ec Do students Know sndiuse
appropriate study skills and strategies? ’ ’

(10) Adapt rate -- Do students adapt ‘their rate’ .
according to their purposes, and the difficulty of‘the
material?
Havlnq selected three areas considered :unportanc, the first
ygtap in Part II has been completed.

Step two of Part II is to construct test questions
based on a text or other class materials that will determine

1 and in ‘the skill areas

selected. (An example of each is contaired inthe Content IRI
14 B
which follows.)

—- The Content IRI should bé administered to a total

class at the. beginning of the term. It should not take .

longer than one fifty-minute class period to administer.

{
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When introducing it to'a class, the teacher should mentio}\ v
that this is 'an inventory of their strengths ‘and needs, *
rather than a test. This inventory will help determine what

they need. With younger students, teachers -may wish to break

up the inventory into sectjons, giving one part each day for
two or more days. ~
To score the inventory, teachers should follow their

own criteria. For example, 'in one area you may decide that

it is necessary to get three out oﬁiva items correct to

show skill- competency. In another area, ninety-five percent

~ correct might be deemed necessary. Regardless of the criteria

.

[t is beneficial to fill out a class chart showing general
areas of the' class's strengths and needs as well as individual
student scores’ (Tonjes and zintz, 1981, pp. 82-86) .

«
Content Informal Reading Invento: (Tonjes and 2intz)
Parf Incroguctory Statement

,

All of you are no doubt ‘aware that the economic times
are difficult in Canada ¥ight now. You have’also heard people

talk of another depression such as that experienced by the
peopde in the 1930's. Read the following story.to find out
how the Canadians of that time felt about and dealt with the
‘economic hard times.
: 5 .
sPeople reacted,to the Depression in different ways.
Some lined up for relief vouchers; others took wage cuts in
order to hang on to ‘their precious jobs; and still others
raised a few vegetables and forgot about catching the fish
or gsowind the crops they couldn't sell. .Some pxaacheru‘



A

claimed that it was divine punishment.’ Other people looked
for scapegoats and found them in millionaires or in cheap
immigrant labor. Many people became isolated by the
Depression, withdrawing into day-to-day living where a cigar
was a special occasion.

While some headed hopefully for cities where yelfare
services were better organized, still other people left the
cities to look for a simpler way of surviving in the country,
Crowds of single men travelled as never before, jumping long-
distance freight trains on the trail of a rumor of wor}(..
People all over Canada sought escape in movies, radio comedy
shows, and such headline events as the birth of the Dionne
quxnwplet girls in Ottawa. <

5 Governments too were anxioug for escape, reluctant to
admit hbw serious the situation was becoming. In 1930, the

Liberal Prime Minister, Mackenzie King, told parliament.that
he would not give a‘single five-cent piece in emergency relief
funds to any p i run by the cor ives. Under the

leadership of R.Be Ba{mett, a self-made millionaire who exuded
business success and pramxsed a tough approach to the crisis,
the conservatives won the federal election of that year.

Emergency funds now went out to local authorities.
Military-style camps were set up to put jobless Qinqle,men to
woxk on such public projects as the Trans-Canada Highway.
These piecemeal efforts vere intended to help hold the line
while the Conservative grand strategy, the highest tajiff in
Canadian history, did itg work. There was some relaxing of
this policy When Canada jdined Britain' and other dogfinions in
a limited common-tariff qroup after the 1932 Imperial Economic
Gonfatance. 5 3

Source: Canada Since Confederation: An Atlantic Perspective
(Part II) by Riuhard Howard, Sonia Riddoch and Peter
Watson (G:aﬂe IX Social studies text, p. 166).




Answer the following questions in the spaces provided:

List three ways in which the Canadian people reacted to
the Depression:

(a)

(b)

(c)

"Other people looked for scapegoats and found them in
millionaires or in cheap immigrant labor."
(a) The word "scapegoat" means

\ ) %
Who hecaln& the Canadxﬂn Ptime Minister as'a :esult of
the 1930 federal eleutlon?

Why do you chinkt'he pacple of Canada changed govérnments
in the federal election of.1930? ‘

"Some preachers claimed that it was divine.puniShment."
(a) The phrase "divine punishment” means
.

What does the fact that some people headed for the cities

to improve their situation while others were leaving for
the same reaison tell us about the emotional condition of
the people at the time?
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7. ‘"People all over Canada sought escape in movies, radio
comedy shows, and such headline events as the birth of

. the Dionne quintuplet girls iR Ontario."
(a) As used in the sentence above, what does the word

"escape" mean? [
« : B

~
8. Why wWould Mackenzie King not give emergency money to
certain provinces?

~9. Are the writers talking about cigars specifically when
they state that "a cigar was a special occasi. n1?

< == - - -

10. "Many people became isolated by the depression...."
" what does the word "isolated" mean in' this context?

RERRARERRARRRA AR AR AR

Needs hssessment of Selected S

Part II

Tonjes and Zintz suggest that three skill areas be
selected .from the list provided earlier. In this sample as
many of the skill areas as axe pertinent to social st‘xdlea
will be utilized. w i )
1. Pparts ot Text:

(a)  On what pages w111 yog fina mtomauon about

"7
(b) When was this text copyrighted?
(c) - On what page will you find a chart on ehe topic 05

- food pxices? a
'l

(@) Define the last word in the glossary. .
. T




2.

54
L]
Reference Materials:
(a) What sou,tce would you use to find out more
about land's entry into
+ Confederation? L/

\

e Mo,
(B) Why are.migazines }rd\newspapers J.mpoxta when

studyfng social studies\Q
. \

2
Outline and Notetake:

(a) Read the passage entitled "Three Options" on page
o230 and outline its most important points.

(b) Listen carefully as I read a short passage entxcled
"Reactions to War" on page 216 of your text. As'I
read take notes on the most important an:s of the
passage.

Look at the chart on page, 227 of the text:
(a) What,is the topic of .the chart?

(b)  Why do some of the chart entires have lines
connecting them while others do not?

: .
(c) Based on the information contained in this chart,
which.is the most important part of the United

Nations?,

“Follow Directions: There are a number of ways to test

this concept. If the text is such that there are passages
describing an event or explaining a prooess one.can simply
have students read the selection and follow the directions
as written., If this is not possible there are a number of
other possibilities. . - » |
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Have students look at a map of their particular area
and prepare a set of directions ;that would enable.a
stranger to get from point A to point B. Since they
are so familiar with the area they could describe
the road signs and prominent landmarks on the
particular route chosen. In c“hn?r words they could
make the connection between the graphic display (map)
and the real world (highyay; country road, etc.).

A useful activity that can be used on a class basis
(with pairs of students or individually) is having
students reconstruct a geometric figure from a set

of directions that someone could dictate. If the
teadlier wants to work with the whole class he can ¥
simply prepare a set of directions and have the

whole class try to reproduce it exactly. Students -
can work in pairs where each one is expected to have
a design in mind with a set of directions previously
made up and then test the other. If any particular
student exhibits an unusual amount of frustration
with such an activity the teacher can conduct an

individual session to get additional information.
¢ [

6. Content-Specific Vocabulary: Every subject area has a
5 technical vocabulary specific to it that 7tudem:: must

know if they are to be successful in this 'content field.
A’random list of common but ‘important terms can be made o

up and presented to students gither to match with a given

definition or.to define themselves. Sometimes ajtextbook
will have periodic vocabulary checks of important terms

supplement to a teacher made list. In the case Of the
textbook under consideration here, page 161 of the text

l . and phrases that can be used either {n total orlas a
&

1

i

|

lists a set of specialized vocdbulary important to social

i
i
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.

studies in general and tO‘he understanding of this text
specifically. With a.few additions if needed this list
is more than adequate for our purposes here.

(a) In your own words define what each of the following
terms means to you: (Page 161)
i )

(i) ' mass production P

(ii) natural resource: concession ¢

. (iii) inflation
(iv) regional development
(v) branch plants,
(vi) prohibition
i assimilation

revenue
resource-exploiting economy
‘subsidiary, S
(%i) Americanization

.cultural gap @ -
continentalism

technology
*corporation
(xvi) isolationist

Comgrehansxon Skills:
Read *tHe paragraph balow and answer the questions which
follow:

v

The Depression that began with the stock market crash
in October of 1929 affected different groups in different
ways. . Although rural people might be stuck with grain
that could not be sold wheén prices plummeted by 75 percent,
they could grow much of their own food and hitch up their
horses to the cars that had no gasoline to run on. People
in towns and cities whose jobs disappeared could look for
any other kind of work there was, but.they needed cash to
keep going. - <




i
i

(a) Underline .the main idea of this paragraph.
(b) What conclusion can ydu draw from this paragraph?
(c) Rewrite this paragraph in your own words.

N

8. Study Strategie Administer a study habits survey .
_; 2sking students Hpw often they do such things as the
following: .
(a) Survey a chapter before reaqu. ~
(b) Ask themselves questions as they are reading.
(c) Check answers to their questions as they read.
td) Review immediately after refding.
(e) ' Schedule their time for'study.

i If the above is. not comprehensgive enough a study skills
survey' could be useful (Tonjes and Zintz,.p. 13):

9. Adaptable Rate: Short passagds can be selected from the
text and students asked t ad each for .a different
purpose at di_fferent speeds. They can be timed while
doing this. - For examplk; they can be asked to skim a

fact or detail. They could

be askéd to examine a paragraph a little more closely to
determine its main idea whether it is directly stated or
implied.. They could bé asked to outline .a_sequence of

*.events: which would require even closer inspection.

paragraph to find a certai

This completes a Content IRI .as. suggested by Tonjes
and Zintz. Since these instruments have to be constructed
by the individual teacher the foregoing was but an example.
Teachers .can make changes and adjustments in their own
instruments- as they see fit. For example, the sample just
ains NiwQ,skill areas to be tested, when in
intz. suggest that only three be singled out
r flexibility is necessary here; one can

discussed c

N

Il
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devlse a Content IRI that best suits his class and sub]ect
area. While the process is fairly time-consum it'is not .
so difficult as one might expect and in fact can)be prepared
fairly quickly. It should also be noted that the Content IRI
like many other of the diagnostic instruments mentioned in
these pages requires a lot-of. time only at the beginning.
once a teacher has built up a rdpertoire of assessment

instruments they can be reused or updated quite ‘easily and
administered whenever -desired.

The foregoing is by no means an exhaustive summary.
of all of the dragnostic techniques at a :eacﬁ'er's disposal.:

Any kind of procedure or sttuctuze that can be used to find

"out certain kinds of mfomatxon abouty students is n:self a

diagnostic tool. The cloze procedure, the IRI, and other
such dev';ces would seem ta be important diagnostic prucedures
as wou‘ld be st aid_lzed tests if they are selected cazefully
and used propg?;., The most 1mportant pﬂlnt is that @
teacher who. is reading conscious regardless of subject area

.
is one who pays carefu]. attention to diagnosis, whichegn the

final analysis simply means gettlng to know your students.

In the final.analysis, too, the‘mst important dlaqncstxc e

instiumént or procedure’is the careful observdtions of an
alert teacher.. While such a pronouncement may sound trite’
it is nevertheless true though difficult to bring about.

l A .

.
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“teacher can do if a text has.been prescribed by the Depaxtment:
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Bj Readability . - L T
Arother important ccm-po’.en: of a content area reading -
program is a concern for the readability of content materials.
In Sgctionkan\fttempt was made to suggest strategies that | s

would help t

their ) -and

weaknesses in relation to content material. That Aiscussign” .

was based on the ion that the -1 ing process can be-

either impeded,or fucuitated’by the pecuuanues of ™
individual utudem:u. However, careful 'diagnosis alone will

not permit a, teather to pzen‘(nbe the requisite- instructicnll .
strategy. To determine realistically uhy nldicparlcy ma~y ,
exist betveeli the student and instructional materials a ’
tsacher should also consider the content with which a studedt
has to deal.” In a way this may be considered diaqnosing the
sttengthﬁ and weaknesses Of content as oppolad, o s:udencs.

" For too long teachers have paanvaly accapted o
maten.als from the department or’ dut\xx.cf ofzice for use in
thgu classes with little. or no regard for the l\unhuity
of these materials until atter the "experiment” has-failed,

so to speak: One may well argue that there is very little a P

of Educatiun or if it ﬂ.u in with diu:rict poncy. This lnuy
+be so and - ! suppcue e would aQ little good to ux‘que‘ that -

o
enough :eauher- coul.d ll\uke a, di!!eunce."it they were’ senai‘tive £y e ¥

to:such things ll-r.ndlbility. It isla fact, however, that if
one finds himself with a text that has a high readability €

. SRk
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. Ulsve]. and if one is ‘familidr wil

immediately think of readability formul

©  “Wost formulas measure only word and sentence length add

the concept he can do
to change and Adapr. that particular text to meet his students'

needs and abilities. Time consuming though it may be, i\c(

would be as worthwhile an experience as many of the curriculum

3 i i A now £ indeed: | .

probgbly more soy q *
Mention the term "readability” and most teachers

. This is under-

standable since it is this aspect of readability that has

pzovuked the maut ink. There are more than thirty formulas

‘curreptly in use and they differ in:

(1) the kind and number of ¥a les they
mu’nlﬂ:ﬁ'

the degree ut’ difficulty:-and amount of’
time required to use them;

(3) the computational procedurt

*(4) the grade levels of materials they
.‘are degigned to measure.

*  (Lamburg and Lamb, 1980, pp. 136-137)

difficulty, are comp-n:s@y’{auy to

, and are bamid on |

‘une of t.uo as: umpu.onm * B~

\(1) First, -is that the suc:au!ul reader can tsnpon{

‘-fzacnvexy to a’vazxecy of linguistic units such as "phonemes, | o

lyl.lablen, wu:d-, phn-al, and untanc-l" In order to
zelpond -ue_cnuuuy the reader must "tecognile, analyze, /
eombine and racombine" the unit‘) Gen-nuy, the 1cnqer and

more. conp].lx the. unir., the more difficult tha reading. .
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Therefore, a passage with many long and complex words and
sentences is e,(pected_ +0 be more demanding than an equally
we].l-wrii:.ten passage on tRe same content with shorter and
simpler words and sentences’ (Lamburg and Lamb, 1980, p. 137).

(i) The second assumption is that the successful
reader interacts with the text and does not just passively
receive information from it. |This interaction requires the
reader to bring ‘his or;hér knowledge and expbrienca to the

% act of.readinq. The more knowledge and expetrience the reader
has of the laifuage and content of“a passage, c_h's dstaE EHe
task- should pas” Stated in a negative way, the greater the |
number of unfamiliar words.and concepts, the more difficult
the task. Most formulas are used to measure either” familiarity
(assumption number two), or length and complexity (assumption '
number dne) (Lamburg and Lamb, 1980, p. 137).

It seems to e that most readability~fornulas are more
Coudetied With) assupLICH RIGBAE Siey ERRELE,: sentanbe GRd
word length and complexity, than with assumption number two.
Certainly, historically this has béen true and it is only
within thé recent past that readability formula makers have
Liten t6 Liooiatute the experiential background of students
as a>actor affecting readability of print. In fact, some,
such as M;ry Nonteith and H. Alan Robinson, would argue th;c .
readability formdlaa do not taWe inte consideration the -
experiential background at all. As Monteith succinctly puts ,
it, "The ultimate test of re;:dgbilj.\‘t:y lies with the individual

as

| ; .
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student.” (Lamburg and Lamb, 1980, p. 137). In any event
the following table shows ifi chronological order the_formal

H beginnings of reallability considerations and seléctgd

formulas developed since 1852. It i’ probably only
necessary to become familiar with one or two readability
formulas t3 have available a useful tool 'to check the
approximate difficulty levels of classroom materials.

it is obviously impossible to discuss all of the

. 7/ . réadability formulas in detail, but we will try to apply
Qi" some of the more important or mdely-usea ones. Obviously i
B the first formula that comes to mind is the ‘Fry graph for
estimating readability. The complete instructions and '
details for applying the Fry readability formula are given .
' in the sample below (Tonjes and Zintz, 1980, p. 61). An
attampt to apply this fomula Has been made, utlllzing

mtenal from the text The thery of Newfoundland and

and Labrador (1980).

. .
. . .
9 d x Sample
~ c
- stef 1: Select threa 100 word passages from the ,
)
beginning, middle, .and end of the material. (Because most v
7 .

; .
‘ texts range in readability from one section to another, a L)

rinimun of three passages are necessary (for“analysis.)
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3 * Selected Readability Formulas
i v ~ ’ .
{ ) . \ . - Factore measured
‘oa- 5 Sentence

: . Length Vocabulary _Other
. Word )

Date Formula . Length Familiari{.y
: 1852 Spencer "Philosophy 7
p Style” . v

1921 Thorndike list of
ot most frequently .
. used words .

1923 Lively'and Pressey, '

formal beginnings . L.
‘ 1935 Gray and Leary o Gl g ~
' 1939 rLorge ) ) -
¢ T 1943 Flesch Reading Ease X x°
; 1948 Dale-Chall x s x
i 1948 Flesch's Human (number of personal pronouns and
! Scale 1 in 100 words)
1952 ' FOG (Gunning) X b3
1953 Spache ‘4 B x e x
1953 Cloze (Taylor) € iF, ¢
" 1968 Fry's Graph /X . syllables .
1969 SMOG (uenuqh@(‘\ X - syllables -t
+ 1975 SEER (Singer) o = . X
. 1978 Rauding (Carver) X
1979 Raygor Readability count % '
‘ . Estimate oo letters
!
‘ " (Tonjes and zintz, 1981, p. &0) \
| i 2 . ' ) §
i R , b .
. . = [ )

5 5 -




Passige 2

Passage 1 .
. The problem of isolation was to affect the aevémp-

ment of the fishery particularly with regard to supplies. .

Some goods such as certain foods, dry goods, building

materials or £ishing gear, could not be locally provided and |
were not readily available in communities. 'This meant a
long and often arduous trip by boat to a large settlement. -
Graduslly, merchants opened storg to supply the small i
communities and a system of merchapt paternalism commonly

known as the "truck" system evolvefl. (This system was not

indigeous to Newfoundland, but wgs, in all likelihood, -

adapted from the truck systen which was found in English
and Welsh coal mining villages until the mid-1800s.) (p. 12)

The shrimp fishery, only recently. developed in. .
NéWwfoundland, offers longliner fishérmen in places such as
Port aux Choix another high-value catch. Two major shrimp
beds are known to.exist, one off the Northern Peninsula and
the ather DEf the Labrador Coast. The species is smaller
than the southern United States shrimp, and this fishery is
usually carried out from longliners withbottom trawls. In
1977, 3,400 MT were landed for a value of $1.8 million, and
in 1978 the catch was 3,435 MT for a value of §2.3 million.
In 1979, fishermen received 39% cents per pound for shrimp.
(p. 51)

N * ' . \ .
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i Passage 3 i ! ' "

| i The companies,’ too, will have considerable input in | L
N the future develfpment of the industry. They now are

' examining the feasibility of purchasing "super" freezer

© trawlers to pursue the northern cod stock. Existing trawlers

t as they near thaend of their working life will have to be

: replaced on a systematic basis and the companies will'
prcbab%y lobby for increased \?ssel subsidies to help meet
the cost of this replacement.f In addition, the companies

»  will'continee to,examine and develop npw processing
technology with ‘the ultimate aim of acquiring new markets.
No doubt, they will'apply increasing pressure on ‘government . .
to negotiate new tariff agreements in order to broaden the
indust{y's narket base. (p. 129) .

! ?
7 3 : K S
L2t Step 2: Count the nuwbex of sentences in cach
) .
. £ passaqe and deternine the g length. .0
: the paﬂsaqes may contain'more than 100 words, count_ only the
snumber Of sentences that comprise 100 words, being careful
= w ! to include fractions of dentences. ’ . -
Step 3: Count the :otay nunber of syliables in each o

1.
passage_and determine the average nutber o$ syllables.
, Step 4: Plot the point on the Fyy, ReadAbility Graph

vhers the average sentende length and the average number of

syllsbles intersect
<




H
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The Fry analys

of the three passages just outlined

showed that the average sentence length was 4.4 and that the

dverage nusber of syllables was 17¢. Plotting this on the
graph shows that the text The sz}g&\ of Newfoundland Aand
LaBrador (1980) written by Sally Lou LeMessurier and edited
by Susan Sherk, pubuahac{ by the Extension Service, Memorjal
University a‘d intended for use in the Level I social studies
program has a reading level of 14, which 15 at the college

level. : 34

: ' 2 /AN
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In an att3mpt to corroborate this finding as well as

to present another useful instrument for assessing readability
McLaughlin's SMOG Formula was applied to the samg text: TLike
the Fty Formula, SMOG is fairly time-consuming but relatively®

easy to apply. McLaughlin's SMOG formula’is:

SMog = 3 4/ Pumber of words with three or .
more syllables in thirty sentences

The formula is based of the interrelationship of :sentence .
length and number 5f polysyllabic words. Words with more
syllables are considered to be, more 'dif;icul: than shorter
words. The number of polysyllabic words in three ten-sentence
samples are determined first. Since short sentances will,have
fewer slots to include many large words, the difficulty level
may be aétermined by the number of polysyllabic words ingthree,

ten-sentence samples (Tonjes and Zintz, 1981, pp. 60-62)

The steps in the SMOG fojula are:

(1) Count ten consecutive’ sentences . near the begiming

of the text, terinear the middle and ten towards the end.

¢ (2) Taking-the 'total of thirty sentences, count every
‘Wword of three or more syllables when they are read aloud.
Count words of three or more syllables even when they are
repdated. : e

(3) Estimate to the nearest perfect square -- the

square root of the total number of polysyllabic words. (The
total number of polysyllabic words in the samples chosen
here was 97, which means the nearest perfect square is 100
of which the square root is 10. If thesfotal number “o'f poly=
syllabic words falls direct}y between two perfect squares
take the lower,of the two.) «
]
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- - (4) Add three to the sq:nxe root to determine. the
reading level.' Since the square roogis 10, three added to
this giyes a reading level of 13. .

(5) When samples of the three ten-sentence selections
vary considérably furtiher samples should be selected’ for  \
greater accuracy.

(6) Ngte that by adding "three" to the score it will R
not be usable for primary materials. (Tonjes and Zintz, |
1981, Bp. 60-62) . i
~ :

Research hal shown t:hat the Fry and “the SMOG, although™

bath are consiaared accurate, are not always in agreement as
to xaadabuity‘leval. ljf you ‘use both, At is i‘mpertant to
understand how to intal‘pr‘et this diffnxeﬁ:e. Fry's graph
estimates the reading ;bllity _needed to comprehend with.ﬁ.fey
to seventy-five. percent accuracy, or 'somewhere between®

frustrational and instructional reading lcvill_, whereas SHOG,’-, _'

|

predicts reading ability required by ninety to one hundred
. : , or the "il o level. v

since Fry changed in 1977 to comting prdper nouns these

et parme;

varfances may be less notable (fonjes and zintz, 1981, p.:62). ¥
'in-xafch, the grade 14 obtained by the Fry analysis means
o that sw:c‘:\- can handle the textThe Fishery of Newfoundland
,and Labratior only »‘if they have a very high reading ‘hility and
i with instructional ‘ig. The' gr‘lﬂ& 13 o_bt:p:nad by the SMOG
' means that stulents reading at that grade level can handle
thr mtnriﬂl Lndopendently.
Bsto:a moving on it would probabl} -be uppmpriate to

mention J\m other quick-assessment fomula-. Sometimes it
o .
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| .
is necessary to determine the difficulty level of passages
. 3
shorter than 100 words, such as these found in math texts,

directions, essay questions, or other material less than

100 words in length. Forgan and Mangrum have dutlined -
procedures for doing this, using the Fry graph (Tonjes land
” zintz, 1981, p. 64):

. (1)- Cogynt the total number of Words-in the passage. . -
¢ Fqr example, the total might be sixty-nine words

(2) Round down to the nearest ten. .In this case you
would round down the sixty-nine to sixty.

(3) Use this number (in this case s'u‘:ty) when
, counting. the number of sentences and syllables. | R
(4). Multiply the number of sen¥ences and the number *
. of syllables'by the corresponding number found ja the ’
conversion chart below. With our example of sixty-nine word
passage, rounded down to sixty, you would multiply the number
or’sentences by 1.67 and then the number of syllables by 1.67.
i ' (5) Use these numbers to enter .Fry's graph to find
H your readability estimate. 5 .

i

Sticht.reported on a quick estimate of ;eaﬁability
called "Forcast™ that can be readily applied ta materials
at fifth grade level or above. Although he cautions“'cha: ten
samples must be usedfor accuracy, smaller samples may give

an’ accurate quick check of the Fry, score. This formula'is:

j 20 .. mumber of one syllable words in 150 vords
i oumper of one Syllogewonds on 157 words
Ba N .

"L . N (Tonjes and Zintz, 1981, p. 65)
R .
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0
| Evaluating Reading Difficulty of Short Selections -
i (Tonjes and Zzintz, 1981, g. 65)
A (conver*‘,an Chart)
y 2 .
g x
. Rl . p
Number of words in selection |Multiply by
(Less than 100)
» 30 i 3.3 -
e
. 40 . : 25 - -
. 56 2.0
60 . ol 1.67
- 70 ) AN 1.43
80 +1.25
- - » -~ B
& w 9™ . 1.1 5
- >
. r P &
. A .
’ . ”
8 .
v " T i &
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; % - Are such formulas good indicators of readability?

, : - Nearly everyone agrees that at best the scores obtained are

approximations and are not to be interpreted too literally.

’
Research seems to indicate that as approximations the

-, >
Eormulas are indeed useful. They are relatively simple and
quick to use and studies comparing the most widely used
formulas show that they generally agreé in“the.ranking of

materials as to difficulty. Other studies have also shown a

“high correlétion between readability measurement and group y

on scores of that is, a group of

e it

‘students were able to read successfully magerials indicated

L ° appropriate for them (Lamburg and I.amb{ 1980, p. 143).
There are obviously problems with readability

" ~ formulag, such-as the methodological inadequacy in general-

izing from limited data. - The difficulty of an emtire text
is generalized on the basis of the difficulty of a few
. pnsages.’ *In €urn, the difficulty of each passage is
generalized from measures of two or more vnnablel (Lambuxg
and Lamb, 1980, p. 143). <3 e
K The pmhlnm‘ in nkinq'a general ‘estimate of the -
,. : dability of un“nnura text lies in the fact that secondary %
' yatbookl colm:m].y range in lavel of dﬂﬂculty. The desire
P

for consistency in difficulty confnon with the deuré for

. S
‘variety, which is often expected of good writifg. Variety is
achieved in part by what '!.. Stevenson Hansell calls a

"delicate balance" between simplicity and «eonﬁaxiw of
style (Lamburg and Lamb, 1980, g.;iul-' » . P




 are facto;u which make reading more difficult for sqne.

' ll\uch interest a student has in the subject Of the material oy

; w}u.cP afgec: redding aig

% and ot to t.he pur-onu Eacmrs. . Ny VTR TR

. ‘The second major limithtion of readability formulas

was alluded to earlier when it was mentioned that they

neglect to take into account the experiential background or
prior knowledge of students. Readability varies and there,
For example, ({£ the content is faniliar to’ a'student, the
vocabulary ull also be !amihar and there fore easier. 'g{qw

also affects himcultr aoncen:- amiliuit:y may affect,

intezest. xau unzmam: £ has meneuiad uddltional Eactors

ulty, sﬁmaxng: lyntu (sentence

' B\nructure), ox:ghmzatinna.l H‘.etnl, the rumber of textbook

ams, ana other natters of fm:m{t 1ike type face and type
shegche kind. 9f paper and the type of cover (l.amhutg and/ -

Lamb, ueo, P 143-144). -, . = g E

ST !\mjes and zintz (1980,.p:, 57) ul.ustnte very .

clauly what 'we xave been talking ubou:. )u m}e can lee
from f_he acc.vmpanyinq chart,, readabuity cnn be" affected &

mlpersonal taetorl._ 'lhe yarious

formylas addtall thamlve- ‘mainly f.o “the texttal” factors -




_Factors Affecting the Readability of Content Materials e
i ersonal-Factors - o Textua) Factors N |
B 2 4 2 B v B : b
2 Concept load,|. * . | Sentence
i " | density, - structure,.
. e . .|length, - A
0 complexity
[] g \
, ‘ 3| - Vocabulary: :
B 4 .word length

technical words

Mdrian J. Tonjes and Miles V.'Zintz.

K

in Content classrooms, Dubuque, IOwa:

Thinking/Study Skills .

"W, C. Brown Co., 1981, p. 57

. - i « - Format: -,
2 ¥ graphic aids,
7 L N organizagion, i
/ i print size & type|.
p N
. £
% R e v




'As a xelult uuma seem to reject reudabui\:y formulas
outzxghc. It fact, Robinson (1978, p. 13)) states that:

" while thele formulas may have some .

limited benefit they are ‘very

i unsatisfactory. Basically r.hey do
not take into congideration the

i f changing concepts of word} today as

i’

>0 . used”in a variety of contexts: they do
£ not focus on the inter-sentence factors

- in a passage or on the organization ofy
$ gl pasnge, ror do they take into 4

the
and purposes of the reader. '

\‘ " I opposition to readability formulas, Robinson {1978, p. 131)

" sees Bomuth's cfoze 'readability urocadura (dincpssad in

i : ol Seccicm A) as an Impmvemenc, since it takes into mnsldet-

| ¢ L e mahy, of the factors out¥ined abdve. 1In,addition, it

e ey . provides a. scale for 'aézxying at a readability level. Bormuth *
7 . 277 (1968) giscovered that student scores fallig between 44 and

i » . 57 peréent reflectad their. ability to handle the material with
T -upervxsqd Anﬂ.xuc;‘ion. Scores abova 53 pncen: indicated
 that students could read “the material on their own with
77 adequate conpuhan-xon. ) :

T Probably more important to the content teacher is

(_‘ o mblnlun s (178) extension of a list of reaaabiifey criteria

s " pirst -nggeuea by Krause (1976). Tuchoﬁ should ensure

H “that: - _ o~ . o
T i (1) jhe density of concepts isn' 0 1ntlhdad to
A P :
I CE % trultutn the student. 3 “

? w (2) The sentence complexity isn't ‘unususlly high, s




‘4 long, difficult words when .simpler synonyms would suffice.

7

R ’
b PR .
E 6 ol e
S K Sl
o . (3 The authors’ don't continually chodse to use

~ 75,

~ (4) Captions"under griphs, tables and diagrams are

clearly written.

an index. . o

ment of the subject matter.

that aid is'on the same page as the textual reference.

(7) ‘When a text refers to‘a .graph, table or diagram, .

(5) The text coptains both a’ table of contents and

(6) The table of contents shows a loglcal develop-

(8) _Pictures are in color and are contemporary, not

dated by dress unless the author's intention is to portw a

certain period. : wo

(9) Difficult new vecabulary words are- highlighted,

itglicized, or underjined.

(10) The-¥in idea of purpose for reading'a chapter

‘i'u stated at the beginning.

»

(11) The authors include a summary at the end of each

.
chapter.

(12) Passive tense is used only when essential, since

frequent use tends to trouble poor readers.

(13) The variety of connectives is somewhat controlled

so that they are used sparingly as importamt signals to the "

reader.

sentences. \',/. $

(14) Antecedents nnd\iahr-neu are clear, particularly

7

S

R




However, after some discuseion it was concluded that the

(15) Relative clauses are !:imiﬂed in number in a
~ e
given sentence, clearly written and clearly attached to a

referent.

In the final analysis, it is probably not important

what * ility es content use so long as

they are familiar with the procedure(s) used, have faith in
them, and have specific reasons or purposes for their
utilization. The various strategies discussed here are at
best approximations of reading difficulty and are not hard
and fast limits. As Monteith so aptly put it, "the ultimate
test of readability«li:as with the individual/ studem'. It
is therefore impossible to' generalize about readability when
thirty or more different students are dealing with the same
text or reading assignment. What is @ifficult for one may
not be challenging for another and thus we have varying
degrees or levels of readability made apparent within a

i

given class. : P

x;| the’grade nine'Literéture text,/z:x and Entrances,
there is a selection from Charles Dickens' ‘Povel, great
Exgectaciaps, which presented many of my students with
difficulty bulp which was not challenging f3r others. A SMOG
analysis of that selection revealed a qrade eight reading
level, 80 it seems that there was something elge at work A

here. When questioned about their difficulty many of the

students were hard pressed to explain what the problem was.

.
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ided of an old lady living in a dilapidated it Lon whiers
_time had stopped twenty years previously was outside thfir
realm of ex’p‘n—z?fence. With instructional help, however - no
note than plhcing the brief selection in the context of the
larger work - most students came to appxleciate“nx’ckens'
obeautiful chaxag{g,ivzacion, use of setting, and precise
languagq. Tt might efen be said, albéit somewhat
presumptuously, that mogt of them got something out of the
story, whatever that may entail. The point of this example
however, is whether this story was in fact readable.. The -
readability formula said yes, but the students were hesitant
and were experiencing difficulfy. However, instruction
seemed to help and éver}tuauy most students Feemed to enjoy
it - Therefore, the story is readable and I believe that
this is a good example of what Monteith meant earlier about
individuality and readability.

Much the same thing happened with W.0. Mitchell's

\ ®.vel, Who Has Seen the Wind, used in Newfoundland schools

¥

for the course Thematic Literature 1200. Before doing a

detailed study of the novel in class, I attempted to make

, Bure that students were. reading it and from time to time

would bring it up for a s;‘L minutes during some of ‘my other .
periods. The reaction was that it was a difficult novel to:
read and that they were having troubYe understanding it. :
Subsequent. dxsuhagxoia determined that it.was certain aspects

of Mifchell's style
N \

hat were presenting problems. The vague




" time span, episodic nature of the story, gradual introduction

and development of character, the point of view,” the
symbolism, etc., were frustrating them. After approximately
twelve periods of: instruction dealing with these factors in

sohe detail, the work became more readable, so to speak,’and

1 helievi it's fair to say nearly everyone enjdyed it. .

hy of .the thxngs mentioned in these two examples

would flot reveal themselves on a zeadubilxty formula and if

one simply used these devices ncue would be gained. That *

18 ot £o say that such formulas are not usefpl as was the.
case with the text, The Fishery of Newfoundland and Labrador,
which has.a very high readability level and will present many
problems for students. The book is about four or five levels
above grade level and the teacher who is aware of that can'
prevent many of thesé probiems from arising or at-Teast
getting out of hand. The readability formula {inding stould
havé warned teachers to examine the text in terms of the,
needs and abilities of their students - \lhic.h Jthey shoul‘d
alreadyKnow something about. Successful reading requires,
after all, the proper match between a reader and the printed
page. Diagnosing students' levels, needs, and int@¥ests in

conjunction with a consideration of the readability of =

' instructjohial-materials are precursors to a successful

combination. N
< | ]




x * C. Vocabulary Development

% That diagnosis and \—eadabiuty assessment are but
precursors of a process-oriented instructiopal strategy that
has been defiped as content-area reading should now ha\g ’
been est‘ablished. Whatever information is gained from the
procedures outlined in-Sections A and B must become the’
basis of Anstruction. Esges and Vaughan (1978) make this
very ch/g’laz with their idea that instruction is effective
only if it bridges the gap between what a student knows and
Hh;t he needs to l;now. I£ we were dealing with a specific
student population whose needs, interests and abilities had"
been carefully assessed we would know more specifically what

- instructional strategies are required. However, since we

are working mainly in a hypothetical fashion'we must be as

incluswwe as possible. At the Same time we must selective
and try to piece together from the mass of material available
a program that hopefully will be as useful to as many peo;gle
as possiblae. "L . -

It is.very likely that students at all levels will
either exhibit a need for or benefit ZQm 8 progean of

v .
vocabulary development. :I suppose alffest every teagher in

Newfoundland was oxposed to tha Words are Important vocabulary
program as a high schoollstudent. oOne will £ind little

=~ supgort for that kind of program here. Nor are we talking

about copyini‘ definitions of words on thae chalkboard to be
&, 4




_,dutifully transcribed and memorized by students. This is
j

giscourse; (2) through the act of reading, new words are

but one miniscule aspect of vocabulary development that is i
easily carried out but is not terribly useful. One has only
to think back to Robinson's earlier idea of "unlocking ideas Y
Independently” or to Riley's definition of functional content -
area reading to realize that vocabulary development has to be

more comprehensive than that. Word power is vital to s
effective comprehension of written discourse and the process i .
of improving and extending vocabulary must be a continuous - i

undertaking (Tonjes and Zintz} 1980, p. 133). . i

s "
Reading and vocabulary development are related in at
least two ways: (1) when the meanings of words in context are

cleax,. the reader is able to effectively comprehend connected *

acquired and shades of meaning are expanded and refined
(Tonjes and Zintz, 1980, p. 136). Dné might see some
similarity here to the phrase "Learn to read: read to learn"
which would be a mistake. I feel that such thinking is
Inagequate because it implies that the two are disjointed
processes. This is impossible, since while one is 1darning Y
to read he must be reading to learn n.- well. The relation-
ship mentioned above is an interrelationship and I disagree
vith Tonjes and Zintz when they say that.readers constantly
switch back and forth between the two. The two processes
work simultdneously and in a good program should merge -into

one anothex. 2 : v




One could list a large number of vocabulary
. difficulties that s:hden:sre\xpersence. Basically, however,
the difficulties fall-into two categories: namely, problems - |
with technical words and problems presented by words with
multiple meanings. l.amburg/and Lamb (1980, p. 32) define a )
: technical term as one peculiar ‘to a particular area of stu\dy,

wty

such as "cosine"'in mathematics, as opposed to a word such as

—

"point™ which is also used in ics but which

. Subject area.and has a number of meanings. .

rechnical®words, those peculiar in meaning and usage
. to a specific content area, fall into thrée categories:

(1) words which are used only in that
b el _content -area;

(2) words in common usage which have
special emphases or meanings in - «
the specific content area; T : *a

o P e (3) specialized symbols and abbreviations.
) (Lamburg and Lamb, 1980, p. 38)

. These technical terms may be entirely new to a student and he

;
|
i
i

may experience trouble pronouncing them or using word ana1yns

skills. Sometxmel the concept represeptad by the word may be

5 unfamiliar to the reader aven though he has no trouble’
verbalizing it. Finally, the word may be somewhat familiar

[ but creates confusion because it does not have a simple . !

concrete refarenb;\ such as the word "polynomigl" in - ) e

mathematiocs, which means a sun of two or more ulgebraic . 4

i . ) expressions, If the word is a common one but wh—_h a npecial

emphasis in a certain subject area, sometimes the dtudent is
: " 0 P

T . o . .

‘ ' ‘ ‘. 4
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unable to make the transition or See a relationship between
the two. The problems with specialized- symbols and .
abbreviatipns are faizlylobviuuu and probably the easiest
to deal with. However, merely knowing whar. an abbreviation
or symbol xeprelentl does not guatantee that the meaninq is
clear (Lamburg and Lamb, 1980, pp. 33-35). Once a symbol_

has been decoded thie same problems as those outlined

previously present themselves. For example, NAT0 is an

_acronym that can be easily memorized and the referent is

well known, but what does the student know Of the congept -

.. i.e.} the North Aflantic Treaty o:ganuatinn? = t

A problem that almost every teacher has £aced has tO

N do with the denotative and connotative meanings of words. . %
¥ nenotécicn, the uolmo‘n d.&ctionury‘iilting for a word, at
times presents problems but not in as perplexing a manner \
as does connotation. connatgdon, al.detin‘ed by Dale' an’d
"0'Rourke, is "the circle of ideas and feelings li:n.;onnding .
that word and the emotions that words evokes." Att?ntinn
3 S5ihotative meayings is particularly ipportant.and is a *
potential source of difficulty in four ;itultionl:
(1) uterary writing, (2) perluasiva writing, such as .
p:opaqanda and arlvertiumenu, (3) dhcunlonu of
cor&:ravarliul inue!’, nnd. (4) the students' own wticing
N (Lam.burq and Lamb, 1980, p. Jt) Even some tsxtbook- whinh :
are eonnidurad nautrnl miqhe exhi.bit polit.lva or wegative ’

. ’
@ bi.ul in word cln.lu-. I, monder "what differents! ades_of’ I




meaning students would place on the following passage from

The Fishery of Newfoundland and Labrador: -
.

The union plans to influence the entire
 industry in order to foster the interests

of its members. As long as the companies

do not process all of the fish the

fishermen can legitimately catch, the . o
union will negotiate direct, over-the-side
— - sales with foreign buyers, although many

- fishermeh might prefer that the plants B
would increase theu— capacity to hgndle - -
thl.s fish. (p. 129)

Some might see " ing the i of their as
a rather selfish viewpoint, particularly whenrit may not'be
‘what many of the menb¥fs want in this instance.

. We GoU1A: §6' 6 £6: Aocument Wany Eypen oF vosbulary
aifficulties that students may experience. Some, for example,
have trouble with figures of speech such as simile ‘and
metaphor; for o:ne:g, idiomatic phrases’and euphemisms present
aifficulty. I feel however that this would not only consume
t0d much time and space but alsé I am not convinced of its .

. usefulness. It is a simple fact that teachers will always '
have to help students progress beyond a simple.knowledge of.
N ’ the technical language to the development of the-go
",-" advaficed concepts. désignated by the terss and symbols. Like
, «all other areas of learning, the essence of vocabulary ’

gevelopnent Y, concept fornation. concepts result from

Voo ingividuals' attempts to undgrstand their experiences. They
b - ‘observe, compare and contrast, and ti’len cateqérlze particular
3 eipérlencas. They arrive at qanazauutlonl which allow them

N v < to group lpecific experiencéds coqnthoi‘, or categorize th?m.




..

* fllustrate this very well: . 4
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- . -
on the basis of common characteristics and to distinguish
these-expe:isnce’s from others. - ndividuals léarn and
encounter more and more experiences, the cnceqonas are + .
continually rev}.sed and expanded (Lamburg and\Lamb, 1980,
N\
-8 40). +AS Neil Bolton explains, K
It is ... the match between the learner'¥
repertoire of skills and the nature of
the material which is decisive ‘for the ' B
development. of an intrinsic motivation
to attain competence in the' subject.
As‘we msntioned before, the congruence or digparity of the
match must be ascertained and then appropriate strategies
uged ‘to either revise or expand.
\ It is obvious that rote memorization of key terms
and phrases has little to do with concept formation. As a

matter of fact, schools teach new cunéepts in a ‘rather

backwards way when compared to the way children learn new w

concepts before they start school. Lamburg and Lamb'

Shortly after infants learn to take
food -and liquid out of a dish and

“ cup; they begin to react strongly
when they see those objects. They
have .apparently “learned to associate
the feelings of hunger and its . . = s
satisfaction with the objects. One
day an interesting event'occurs. 8 .

Children see their parents with their o,

- own dishes and cups, and they react
by waving their arms and making' the
‘ same rioises they do when they see A
- their own dish and cup. Apparently
the children have discovered the
common characteristics of these
different uten¥ils and have groupaed
them together.




Later, children-will begin distinguishing -
among these objects. They will learn

that certain’utensils are their own and ¥
that others utensils belong to their ) e
parents. They will also learn that .
utensils with particular shapes and

sizes have specialized purposes. Still

$ later, they will learn to associate words

i ©  with the objects: d cup, my dish.

Eventually, they w: learn more precise

terms and subcateqones- dish, plate,

saucer, juice glass, and water glass.

(Lamburg and Lamb, 1980, p. 40); J

The same writers go on to show what happens when concepts are
normally introduced to students in school:

When a child enters school the sequence
in learning concepts is often reversed.
The typical learning experience begins
& with the introduction of the term by the

teacher or the ‘textbook: "Today we will

e study the simple sentence.” At this - -
point, the termmoloqy may be mennmqless.
(Remember Bolton's idea of a "match”.)
Next comes a defmiiv:n L comn\nnl’y, - ;

statement of the conkept "A simple |
sentence is a’ grammatically complete
utterance with one subject and one
predicate." Notice that the statement
. 3 has additional terminology which mgy also
be meaningless to the student.

The coneept is further defined by example:
"rom hit the ball" is a simple sentence.
Sometimes nonexamples are presented to
" ] provide students with a comparison/contrast
. by which they can discover distinctive
featureg: "Tom, the ball" is not a simple
sentencd just as "Tom hit the ball, and Anne . A
caught it" is not a simple sentence. ‘

-

Ty : (Lamburg‘and_Lamb, 1980, p. 40) A
[ g
Thus far the concept haa been introduced but it has
. * * 'not been 1earned by the students. Some might say it hau not

existing Sapaoitys "T¥the teachor stops he:e or provides a M

I
|
q
! : been int}:nalized or that it has not been asnmuaced with © . a-
%
|
i

’\y\ brief homework assignment, wnich is what happens in too many -




cases, the concept will probably never be learned. What is
needed now is practice with using the'cohcept in different »

ways, a mechanism thut will make the concept -important. to

, theystudent (more than just test mate);ia}. , Af this is

possible - or if it is mot, 2t Least systematxc review of

' tl%e concept iID that it can be reviied if naed\/e or expanded i

,‘xﬁ called. for.

mxs ta all® -ve:y weu_.bm: ho!-l can a busy teacher

"minage to do all this? Everyone wishes, he haa a’sure formpla

or magic elixir, but unfortunately such u not the case. rNor

are we_suggesting ‘that the appx:%a_ches mentinned hesa s a

panaces - in fact, there _is not much new abont tham at all.*

At best they are probably :edefinuiom &t extensions of
things already being done to a certain degree. Lamburg and
Lamb (1980, p. 41) list the following as possible active
responses (student a;:civitiel/teachar inuunci ns) for
concept deve].opmenc “in genstal and; for che concept 'aimplé

* gentence"” in particular:

1. SELECTING EXAMPLES:, Which of ehe follouing e
complete simple sentences?
S a. He felt very lonely,

b.' Felt very lonely. °

-¢. Very ior;aly. . " 7

.-d. The“dog bit her. s
e., Bik he -~ &

et - -

£. The'dog:bith. ) /
i .- !

= |

P, R oo :
et [ -
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3.

4

e

ar mC:Sr arousd .
b. He ® o '

TRANSFORMING NON-EXAMPLES INTO‘EXAMPLES: Rewrite’

the following as complete s:l.mplia sentences'

c. She' mnmng uwi" .'.~' Sl

d. the house was _ P

. EXPLAINING EXAMPLES: why are the followinq
complete E.unple ﬂer%:ancas? %

a, She was tired..

b. He, faug‘ht with' His brother. d - j

IDENTIFYING EXAMPLES IN Dn‘mmzm FORMS: I will
say some utterances. Tell me Wwhen I say a . - 45
complata\'smplemsentenga. < 5. B & A

- ”
a. "Looking for you." . . P )

b.;"He'is looking for you."

‘ .- .
IDENTIFYING EXAMPLES IN LARGER CONTEXTS=r .Select

'~ awpassage~ for students to read_and then have \:hem 4

‘a, ‘cindy enjoyed the movie,

underLine each complete simple semtepce.| - -

~_
cm’rING EXAMPLES : Write five cen\plete mele
sentences. .

BSTABLISHING SUBCATEGORIES: Here are threu i

patterns of simple sentenc as. e
‘a. Tom hit the boy. :\ ,n
o K \‘:N .
b.  Tom was uad. N Vv oAD'
o Tom was ot oma. ' L v oAV, o

Label the fouowlnq nntancan and explain wm.ch %
plﬂ:tern they fit 7 "

b. It was humorous.
v




actwn:xes shmxld be utilized so that a student can uuove

i - ~fmm one 1ave1 of ccncept development to another Havxng - & ’

has learned. “In a.real situation it may vtake some ‘time’ l:.o 1

move through the ‘different activities so that the concept

> simple sentence aLspecfo.c to English’ lnstructxon, the same

i
: is developsd gradually over a period of time. While the' § L
§ |
|
P & :
i
i

structure could be utilized in othdr subjedt areas. For *

example, one could do the same with concepts such.as . . . {

polynomials in m ics, ing in scence, capital

éxpenditure in economics, imperialism in history, amd so on.

Regardless of the puncular concept, the point. is that

something other than defining a word ‘on’ the ‘chalkboard and i
“‘then answering a briéf homework assignment on some related o z
 aspect is needed. We reiterate that vocabulary development 3 .
like other areas of 1ea.“inq is essentially a matter of ?
concept develowegt. The facility or difficulty with which

concepts are developeq depsriia on the. amount of\\gongruence

* or aissimilarity betweén that concspt and a studéht's

ax{erlen al background. Sometimes the @pngruence is such ' ..

that :he _new infdrmation is redundant nversely, sometimes

.the'dissimidarity is such that the s&s nt cannot handle the *
4~ new infprmation. -In & perfest situation there would be a
ba].um:e between congruency and dissimilarity but this is
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Sof concepts independently (Lamburg and Lamb, 1980, p. 42

Adeal and t_he exception rather than the rule. The reading-

eonscious teache?, regardless of subject area,- mus}

(1) attempt to determine the amount of congrueficy or

ai¥similarity, and (2) use such findings

may occur on the

basis of instruction. It is easy to see that introducing -

new vocabulary, whether it be technical terminology, words

“of-multiple mleunlngu, or abbreviations ‘requires more than

givingla dsfmitiun ﬂnd having«the students give hack the

samg information nn one or two writun uniqnmentn.

A simplistic but effective method of Lnerodueing new

of

1 yvocabulary to
. .

o i experiences - the experience

: i N e
of the five-senses. Teachers-should provide as many coficrete

or of - (pi , films,

filmstrips, etc.) as they possibly can. In-addition the

students should be to find ill ‘ex{npled

Techniques such as a montage creation, for example, would be

helpful ‘in ‘developing concepts such as ‘poverty' in social

studies. Quite simply, a montage is a collection of

pictures fitted together on some kind of background in ar

attempt to illustrate the different aspects of a certain

concept.

We cannot escape the fact that teachers have much to

teach, little time to do it, and too many students to deal

with.

Consequently, they are at.times forced to rely on

*is to focus upon the relaclon 2



short general definitions of concepts. Since such definitions

are often Anadequate, in that they may_contain additional

meaningless 'information, the more ways a teacher can Jefine

a concept the more likely it is that meaningful learning will

take place. In it is good hing practice to

" ‘Newfoundland and Labrador (Level I, Soc¢ial Studies). .

show studente that definitions come if many forms and that to
be independent learners they must learn to recognize these
forms. Dale and 0'Rourke (1971, pp. 28-32) present seven
types of ‘definitions which Will be hithiqhted here with a
x;nef exampla to uluntxate each. The nmpla word "Culling"

is an mporr.anr. concept in ;he text, The Pi-neg of

(1) Words can be defined with a formal, general

. definition. ‘Such a definition identifies the term as a -

/

3
|
|

/Eomal defmitlon includes one' or more exnmplas. The

member of a class of similar items and identifies .t.he
features of that item which §is}tinquilh it from other 'itel;ls
in the same class. )
L 3 e.g. FORMAL nﬁ?xn:rxon: .
s Culling is the process of grading saltfish
by size and qua].ity.

(2) Woxrds can be deﬂned by examples. Often a

generulization is relnced to the partieullzl

. < e.g. EXAMPLE:
Either a short f£ilm, !umttip or picture
Y \depicting the process of culling fish may

be used. If this is not possible, someone



> w;th expex:isnce in this aspect nf the

fishery cculd be utxlued or the teacher

£ 5 G 9 N could show the students several dlfferent
.

" : . (3), vords can be defmea by a description of’ :(
. -
“Sbject, process, or other phenomenon which is the Feferent

of the word..

[N

" e.g. Dascnuwmn. g

DY * X ThiB is an important aspact of the fishmq

industry whereby a sishemnn 8 catch ‘is \\

sorted into different groups of either the
same Size or defect. -
(4) Words can be defined by comparison/contrast;
that is, by noting similarities and/or di:ie:a‘n_ce's between
, ’ _ the woxds. o N ’ .
S ‘e.g. COMPARISON/CONTRAST:

“In a sense, ‘culling' is similar to what a
teacher does when he grades papers and
assigns them values according to quality,
depth' of treatment, stc. , . ‘

! (5) The definition can use one or more synonyms (words
with similar meanings) or antonyms (words with different or
" opposite meanings). |,

e.g. SYNONYM: ot

. . individual litsmn out of a larger group.

|

!

i ’ "Calling" is'the same as sorting or" picking’
1

!

i

i

sizes and, grades of fish. ,/\,'

"closely examined for defects and then i-




(6) ‘A word can be. defined by apposition. Apposition

grammatical term designating a notn or phrase "placed

next to another noun or phrase to identify it." The item may .

oy : - be a synonym, an antonym or a classification.*

e.g. APPOSITION:

Culling, the process of picking out
¥ 5 ... ~different sizes angd qualities of saltfish,

varied from place to place.

& {7) * A word can be.defined by its origin. Defipjtion
. by origin clarifies the q.al!ing.of a word by muir.g/:::eXgn
to earlier meanings or usages’ and/or by identification of how
" the w'érd der‘ived from a word in another language. - It il not
uncommon ‘fox, an abstract wozdif.o have as its origin a word
. denoting a’concrete object or experience. . i

# e.g. ORIGIN:

Most reputable dictionaries would give

some helpful informdtion such as

[ME OF cuillir ,L- ‘collig
com-together + legere gather]
(8]

Words can also be defined by fuiction. (an
-ddluorgal category suggested by Lamburg and Lamb, 1980, p. 43)

5 s e.g. FUNCTION: . . .

Culling vas: necessary to determine which

£ish would go to which markets and more v

inportantly what price fishermen would be

paid for their catch sincd: different culls
i ) had different prices.

o




B Homauy, %an dx:cussmg vouahulary develow\e.nt one

uould expect to see tlm \:;al l:hmgs dsaling nth wo:d
recoqnxtmn lknll. !ndaed. this is an impn:tant !pect»of’
a vooabulary developmnt pmgxam, But I choose to discuss it
at the conc].us;on rather than éarli®r because 1 ‘want to
emphas:.ze the poi.nt that *