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CHAPTER I
THE TEACHING OF READING

Reading is not a unique ability, or a cingle 
complex of abilities, but a series of complex activities 
that vary with the kind of material read and the pur
pose for which the reading is done. Attainment in 
reading is influenced by many personal and environ
mental factors and progress in reading tends to 
parallel closely the total development of the learner .■*•

Reading is the tool used for gaining: under
standings. Through these understandings desirable 
interests, attitudes and ldehls may be formed. Be
fore reading can be used as the tool for acquiring
information and understandings it is necessary to

2develop in the reader many skills and abilities.
Learning to read is a developmental 

process. The child does not progress through 
a series of steps or stages. On the 
contrary, each new learning grows out 
of the learnings that have preceded it*
Many of the new learnings of the upper 
grades are in actuality the further growth 
in the reading attributes that were 
started in the lower grades.3

^William S. Gray, "Implications of Research , for the Improvement of Reading", Education LXX TMay 1950) 
539-47.

^Grace E. Storm, "A Study of Intermediate- 
Grade Reading: Skills", Elementary School Journal, 
XLVIII (May,w19^8) 484-93. 

âGuy L. Bond, Eva Bond Wagner, Teaching the 
Child to Read, pp 278-79. New York; Macmillan Company, 
1950.
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We cannot designate any particular grade as 

being the one and only place in which to develop a 
particular skill. "Any grade will be likely to be 
made up of individuals who vary greatly in achieve
ment and ability".^- For this reason the intermediate 
grade teacher must have a thorough understanding of 
all of the skills to be taught in the complete 
reading program. It is possible to find in a fifth 
grade calss differences in achievement ranging 
from kindergarten to high school levels.

Following is the gradation of reading .skills 
as taught in the average reading program:

First Grade Skills 
The ohild:

Gets new words for himself through the use of: 
Picture clues 
Context clues
Phonics (Sounding the initial letter con

figuration)
Reads silently with comprehension:

To answer specific questions
For comprehension
Skims to find specific parts

Reads orally, naturally, with smoothness
Reads without pointing, phrasing well

Second and Third Grade Skills. Added
Uses table of contents to locate stories 
Uses the alphabet when needed 
Uses these phonetic aids:

First and last letter sounds 
Long and short vowel sounds

iMaude W. Winter, "Aids to Better Teaching of 
Reading", Grade Teacher. LXIX, (January, 1952) 51



3

Consonant blends
Finds little words in big words, or compound 

words
Divides words into syllables 
Arranges words in alphabetical order (Third 

Grade)
Fourth, Fifth, and Sixth Grade Shills. Added
Uses index, glossary, encyclopedia, dictionary
Interprets maps, graphs, globe, charts, etc.
Reads critically: to follow s:oecific directions; 

draw conclusions; form opinions; male infer
ences; verify statements.

Usee all necessary diacritical marhings or phonetic 
aids in word recognition.

Organizes material for outlining, selecting the 
main and supporting ideas.

Arranges ideas in sequence.
Varies speed according to type of material.
Transfers the use of reading shills to content 

subjects.1
Because of the wide range of differences which 

the fifth grade tenc.-o; will undoubtedly find in any 
class, the program will have to be organized not only to 
develop those shills designated as intermediate grade 
sills but also to review and reteach those shills of pre
vious grade levels which have not been mastered by some 
members of the class. Some provision will also have 
to be made for those pupils who have already mastered 
all of the needed shills and are ready to progress on to 
higner levels of reading activity.

The intermediate grade reading program will

^-Hunter, ojo. cit. p 51



include three types of instruction: developmental, 
corrective, and remedial.

The greatest percentage of pupils in a class 
will probably be able to mahe satisfactory progress if 
taught be the developmental method. These are the 
children whose achievement and capacity are fairly 
even. In developmental reading the shills are taught 
systematically as the child is ready to learn them.
New material is carefully presented with attention to 
proper motivation. One story or article may require 
several periods for satisfactory development. Pro
vision is made for presentation of new vocabulary and 
the first reading of the story is followed by reread
ing in part or full for better understanding and for 
practice In using the reading shills. Other related 
activities are planned to give more experience on the 
same level of achievement.^-

Those children in the class who have a reading 
capacity which is much greater than their reading 
achievement are in need of corrective Instruction. 
Retardation may exist at any level of achievement. A 
child with a reading age of eight years and a capa
city age of twelve years is consid.ered to be retarded, 
regardless of. his grade classification. ¡Retardation

■̂ Storm, op. cit., p 488
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usually begins at the third and fourth grade level 
because as children are instructed, variability 
increases and the program is not kept flexible enough 
to keep each child progressing at his correct speed.

Corrective reading instruction should proceed 
at a more rapid pace than developmental instruction 
because the children are more mature and capable of 
more rapid learning than younger children or less 
capable children who are on the same achievement level. 
These children are more capable of self-direction and 
can follow directions from fellow pupils more easily 
than can less mature children. Their interests will 
also be more mature so it will be necessary to find 
materials which will not only fit their achievement 
level but will also be acceptable to them in interest 
value.

Much corrective reading instruction can be 
given in small groups but the groups must be kept 
very flexible as the rate of advancement of the 
different pupils in each group will be variable and 
adjustment will have to be made almost constantly if 
each pupil Is to keep progressing at the limit of his 
ability. The purpose of corrective instruction is to 
bring each child up to his capacity level as quickly
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as possible so that he can he brought bach into the 
developmental reading program.

The children who .actually need remedial help 
in reading are in the minority. They include those 
who have difficulties because of emotional, physical, 
or mental problems which interfere with the normal 
development of skill in reading. They usually re
quire special diagnosis and individual help.

Individual Differences in Heading
Individual differences in capacity and achieve 

ment are substantial. For example, the difference 
between the achievement "levels“ of children at 
the top and bottom of a class are many times 
greater than the difference between the average 
achievement of children at two successive age 
or grade levels. Recognition of these dif
ferences is one of the first steps in the im
provement of learning conditions.^

About ten or fifteen per cent of the school 
population come into the category of slow learners.
The teacher needs to have an understanding of this 
group incrder to guide them effectively to achieve 
all that is possible for them to achieve.

The slow learner has a comparatively short 
span of attention and concentration. The periods of

"'"Emmett Albert Betts, "Approaches to Different! 
ated Guidance in Reading", Education LXX, (May 1950),
P 583.
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learning must be sriortened in order to hold his 
interest. His reactions are slow. He is only able to 
grasp one point at a time so it is necessary to make 
all explanation detailed and complete. He has a 
limited ability to evaluate and to set up his own 
standards. He requires help in reaching decisions.
The slow learner fails to recognize familiar elements 
in new situations. He learns slowly and forgets 
quickly. He usually lacks creativeness and demon
strates limited power to use the higher porcesses.2

Since reading and spelling are perhaps the most 
essential academic subjects which all children should 
master to at least a.practical degree, the teacher 
who has slow learners in the group should be concerned 
with giving them a working skill in these subjects. 
After these slow learning children leave the primary 
grades they may require remedial work in reading. If 
a child is not up to his grade in reading he should 
be given a text which is on a level which he can read 
with comparative ease. He must be able to feel 
success In his work and this is impossible if the 
material is beyond his ability. Much drill on sight

■̂ ■Helen Blair Sullivan, "Teaching the Slow 
Learner", NEA Journal. XL (February, 1951), 115«



recognition of words, phonograms, and word analysis 
are needed. The child must be able to analyze new 
words by the use of phonetic principles. It is nec
essary to repeat the same materials often when working 
with slow learners because their retention is usually 
not long. They should also have practice in locating 
material and information as that is the type of 
reading they will be called upon to do as adults.l

If the teacher wants the child to make a good 
adjustment, he must be taken where he is academically 
and the program must be planned so that he can progres 
from that point and have a feeling of success each 
day for the work he is able to do. The slow learning 
child needs to see immediate results for his efforts 
so goals must be set up which are possible for him to 
achieve within a relatively short period of time.2

In every class there are also those children 
who have superior mentality. Too much concentration 
by the teacher on instructing the slower pupils may 
result in the retardation of this superior group.

■̂ Alma Heflin McCormick, "Teaching Reading to 
a Problem Class", The Instructor. LX (April, 1951) 32.

2Sullivan, „op. clt. p.115
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When a child is discovered to have superior ability, 
the curriculum should be adjusted in such a way that 
he can receive the type of education that will stimu
late him to develop this ability. Bright children 
should hot be expected to “mark time” on a program set 
up for average pupiUs. They should be expected to 
reach suitable standards ana-enough work should be 
outlined to challenge their interest and ability. 
Setting the same standards of achievement for all 
children is an injustice to the bright child because 
it teaches him to be lazy and satisfied with less than 
his best accomplishment. Plans should be outlined 
for days or weeks ahead so that the pupil may work 
ahead at his own rate and get an over-all view of the 
tasks to be completed. Bright students should be 
helped to find information for themselves and snould 
be encouraged to investigate subjects of their own 
choice.

They can, and should, read more widely, 
handle more difficult materials, exhibit more 
independence, and demonstrate much more in
sight, yet their reading and analysis can 
frequently contribute to discussions and 
topics in which duller children can engage
on their level--  General development, not
simply intellectual, or academic advance
ment must be provided...an elastic curricu
lum, providing for individual challenge as 
well as for participation in group activities, 
is essential...Stress must be placed on ori-
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ginal Investigation, thoughtful and extensive 
reading, and creative work. This implies both 
imaginative teaching and adequate school 
facilities, including library facilities.!

The greatest number of children fall into the 
category of the average learner. Within this category 
there are children of vastly different interests and 
needs. Health, physical and emotional, social develop
ment, home and school environment, and mental develop
ment all contribute to the child's success or failure 
in reading.

One of the principles causes of reading dis
ability is non-readiness.

Reading Readiness is not a term that applies 
only to first grade children but to any child 
in any grade. It involves a complexity of 
skills, abilities, and information. The in
dividual child's ability to interpret reading 
materials at any grade level will depend upon 
his readiness for those particular materials 
a nd upon his readiness to use the necessary skills as tools for his interpretations.̂

The child who is fully ready learns to read 
as easily as he learns to talk. Forcing children to 
begin reading before they are ready and to advance from 
one level to the next before they are ready contributes 
greatly to the widespread need for remedial instruct
ion in the intermediate grades.

. Conrad Se6gers, "Teaching Right Child
ren", Elementary School Journal. XLIX (May, 1949), 47^-76

Hunter, ojd. clt. p. 512



11

The child's cultural background is an impor
tant factor in determing his readiness to read. In 
many instances where children are not exposed to read
ing experiences in the home and are limited in their 
social contacts,it becomes necessary for the teacher 
to provide experiences which will enrich the children!s 
backgrounds and help them to be ready for the new 
experience of reading.

Personality and reading development are closely 
related. Personal maladjustment may sometimes be the 
cause of difficulty in reading or in other instances 
it may be the result of reading difficulty. There 
seems to be a strong relationship between delinquen
cy and failure ±n reading.1

Children of average intelligence may appear 
backward in reading for various reasons. Some child
ren have perceptual difficulties. These are not the 
same as physical defects. A child who has visual 
imperceptlon may confuse the order of letters in a 
word or confuse small words with similar letters. A 
child who has a left eye dominance may reverse the 
order of letters in a word because of his natural 
tendency to move toward the left. Phonetic methods

•'•Nellie T1 Lyons, "Relating the Reading 
Program to Individual Differences", Elementary 
School Journalr XLIV (March, 19^9)'p. 390.
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must be employed to assist the child who has visual 
perception difficulties. If the perceptual difficult
ies are auditory, visual drill will help to overcome 
them.

Poor health or nutrition cause lethargy, in
attention* and poor attendance and these factors may 
contribute to the retardation of some children. These 
difficulties should be investigated and remedied in- 
so-far as it is possible to do so. Defects of sight 
and hearing should be corrected as soon as they are 
detected.

Emotional disturbance may cause a child to 
appear backward. If a child is emotionally upset he 
may be timid and anxious and unable to concentrate.
The emotional disturbance may be caused be home dif
ficulties or by the lack of adjustment to the ethers 
in the group.1

While it will "be necessary for the teacher to 
study and plan for those children who have particular 
problems, their needs should not be allowed to over
shadow the needs of those children who are making 
normal, acceptable progress on their capacity levels.

^-Agatha H. Bowley, Ph. D., Guiding the 
Normal Child, Chapter V, Chicago: F. Hubner and 
do., Inc., 19^3.
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Systematic insturction must be provided to keep 
them progressing steadily.

In the intermediate grades the group is of 
great importance to the child. Each person should 
be encouraged to contribute to the group effort 
according to his best ability. Competition, should 
be discouraged. Concentration on getting the job 
done is more important than trying to get ahead of 
other people. In a democratic group each individual 
is valued for his contribution.

No matter what a child's ability is he needs 
experience in success to give him confidence. Intel
ligent. children need more challenging experiences and 
slowlearning children need many more concrete exper
iences, but all children will find learning more 
meaningful if they are guided to take come of the 
responsibility.
• Adjusting Classroom Instruction to Allow for Individ
ual Differences

Differentiated guidance is a practical recog
nition of individual.'differences among .learners. 
It provides the footing for effective, systematic 
instruction.

Differentiated guidance has implications 
far beyond the classroom. It provides for 
a way of living in the classroom which pro
motes the social objectives of education.
While regimented instruction follows the 
pattern of dictatorships, differentiated instruc
tion gives dignity to the individual.1

^etts, op. cit., p 596



Various plans for the administration of the
reading program to allow for individual differences are 
being tried throughout the country. These include- the 
setting up of reading clinics for children who are 
retarded in reading; the hiring of reading consultants 
who give advice and help to the classroom teachers; 
and the hiring of remedial teachers for special cases.

Inter-class grouping for reading instruction 
is one recent plan which has been used in several 
localities. Under this plan all of the children in 
the intermediate grades are grouped according to 
their achievement and needs in reading regardless•of 
their regular classroom placement. During the reading 
period the children go to whichever classroom has been 
designated for their instruction. Children from 
several different classes may be grouped together for 
reading instruction.

This plan has the advantage of presenting a 
snjaller range of abilities in each class so that it 
is not necessary for the teacher to devote so much 
time to planning for different activities. In con
sequence, more time can be devoted to instruction. 
However, there is the disadvantage of some children 
having a different teacher for reading than for the 
other subjects. These children would more than likely
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be the very ones who would most need a reading teacher 
who has a thorough understanding of their general 
abilities and needs.1

Whatever administrative plan is set up in 
the school the greatest responsibility for reading 
instruction usually rests upon the classroom teacher. 
Even those children who are taken out of the class
room for readihg instruction cannot make satisfactory 
progress if the program is not adjusted to their 
needs when they return to the classroom.

The responsibility rests with the teacher to 
study the group and determine the needs of all the 
individuals in the group and to set up a program with
in the classroom which will best meet those needs. 
Diagnosing the Needs of the Class

"To a significant degree, differences, in 
capacity dictate learning needs." However, children 
who have the same chronological age and the same I.Q. 
score may be found to vary widely in their aptitude for 
reading. A group of children with equivalent reading 
levels may have different' mental ages, different 
chronological ages, different motivations, and dlf-

1David H. Russell, "Inter-Class Grouping for 
Rea.ding Instruction in the Intermediate Grades",
Journal of Educational Research. XXXIX, (February,1946)
452-70.
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ferent chronological ages, different motivations, 
and different reading needs.

The first'task in diagnosing the needs of the 
class is to determine the general level of achievement 
of the individuals in the class. There are various 
methods of making an initial estimate of the child's 
reading placement.

The standardized reading achievement test is 
perhaps the quickest way to get an estimate of the 
entire class. However, the teacher must hear in mind 
that this type of test has many limitations, partic
ularly in giving reliable information on individual 
cases.

The standardized reading capacity test may 
also be given to estimate the general reading capacity 
of the members of the class. Some publishing comp
anies publish capacity and achievement tests which 
are correlated to give teachers a basis for determin
ing whether or not the achievement of the class cor
responds satisfactorily with their capacity.

Many experts feel that the intelligence 
quotient cannot be used as the only indicator of 
possible success in reading.2 Children with I.Q.'s

1Betts, op. cit., p 586

IntelllgenSi^®rScfiooieantrfiocieiy^ei ^ 1?8o?obera|^Sfil5?
225 - 2 7 .
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as low as 60 have been able to learn to read to a 
limited degree while many children with higher I.Q.'s 
are found to have difficulty in reading because of 
other factors, many of which may be obscure. Never
theless the intelligence test can give the teacher 
one more important clue in determining the needs and , 
probable capacities of the group. Group^intelligence 
tests may be given if time is limited or, if possible, 
an individuaJL test may be given to each child. The' 
individual test is preferable, generally, because a 
minimum of ready ability, if any, is required.

Besides the standardized teste given to the 
group the teacher should give some informal individual 
tests to each child. These tests may include: oral 
reading from a graded text followed by a few questions 
to check on comprehension; word checks on a graded 
list of words, such as the Dolch word list, including 
both word recognition and comprehension; timed silent 
reading from a graded text followed by questions.1

Besides the specific information the tedcher 
has on the child's reading abilities a careful study 
should be made of thè general background and interests 
of"'the child. The cumulative record is a great help

"'"Martha Dallmann. "Let's Help Them to Read", 
The Grade Teacher. LXVI (October, 19%), p 28.
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to tiie teacher in becoming acquainted with the child 
and with the group. It includes information on:
(a) identification of the child, (b) health and 
physical development, (c) home and family background, 
(d) curricular experiences, (e) aptitude and achieve
ment, (f) personal and social adjustment, (g) out-of
school experiences. This record is valuable because 
it shows trends in the child's development from year 
to year, it furnishes data for all children^ not Just 
problem cases, and it is easily filed and used.

An interest inventory may be used to determine 
the trend of a child's interests. Personal interviews
with children and with parents are valuable to give

*
the teacher a better understanding of each child's 
needs.

After the teacner has employed all the means 
at her command to become acquainted with her group she 
is ready to set up the program of work, keeping in 
mind at all times the varying needs of the group as a 
whole and of individuals in particular. The teacher 
should remember that the most important part of her 
work is the development of correct attitudes. She 
ffiust work constantly to promote self-confidence and 
independence in each individual.
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Organization of the Program to Meet the Needs of 
The Glass

In planning a program of reading instruction 
the teacher must keep in mind that the reading acti
vities must be made enjoyable to the children if they 
are to be expected to cooperate fully. Provision must 
be made for the systematic training in the mastery of 
reading skills. The program must be balanced, with a 
variety of materials and activities. Provision must 
be made to adjust the program to allow for individual 
differences, and special attention must be given to 
those readers who are below normal.

One method of individualizing reading instruction 
is the formation of sub-groups within the class. The 
plan of grouping will depend upon the needs of the 
class. It is usually best to begin with two groups 
and subdivide as those groups become organized so that 
children can take part of the responsibility for their 
own direction. There is no advantage to setting up 
more groups than can be handled effectively. Careful 
planning is very important in setting up the groups.

While the teacher works at instructing one 
group, provision must be made for the activities of ... 
the nonreciting groups. This activity may be silent 
reading to answer questions, workbook assignments, 
free reading, or study and practice in other subjects.
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It may be possible to appoint pupil-leaders 
who can help direct the work of the non-reciting groups. 
These leaders must be very carefully instructed and 
supervised until they understand thoroughly what they 
are expected to do. As the program progresses these 
pupil-leaders may be changed so that most of the 
children in the class may get an opportunity to act as 
leaders.

Another method of individualizing reading 
instruction is one in which definite groups are not 
formed. This type of program is based cniefly on the 
free reading wiaich the children do, supplemented by 
other activities. If this type of organization is 
used the teacher must be sure that each child has 
books on the correct level of difficulty. Attention 
should be given to developing an ample basic sight 
vocabulary and systematic training must be given in 
phonetic analysis as each child is ready for it.1

Whatever plan of organization is used the 
important thing to remember is to begin where the 
child is. Every child has three different reading 
levels; basic, Independent, and frustration.2

•̂ -Albert J. Harris, How to Increase Heading 
Ability, chap. XIII, New York: Longmans, Green and Co. 
1^9.

2Bets, op, clt.. p 586
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The basic level of reading is that' level on which 
the child can read acceptably under the direction and 
supervision of the teacher. He should be able to 
recognize and understand at least eighty-five per cent 
of the words in order to make Satisfactory progress 
on the basic level. The Independent level of reading 
is that level on which the child can read without 
help or supervision. He should know ninety-five to 
ninety-eight per cent of the words on this level with
out assistance. The frustration level is that level 
on wnich the child requires so much help and direction 
that he develops a dislike for reading and may form 
such undesirable reading habits that remedial instruct' 
ion will be necessary at a later time.

In placing children for reading instruction it 
should be remembered that the reading level indicated 
on a standardized reading test usually represents a 
child's best efforts and so, particularly in the case 
of the lower intelligence group, may place a child at 
his frustration level in reading. For this reason it 
is best to start children in material which is graded 
at least six months below that level. As the teacher 
observes the progress of the children, adjustments 
can be made as they seem to be indicated.
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The reading teacher must he patient, enthus
iastic, and sympathetic and must particularly encourage 
children who have been failing in reading. Over- 
direction by the teacher may be very harmful. The 
child should be guided toward independence. The 
teacher should give reassurance whenever it is needed 
and should refrain from snowing too much disapproval. 
However, the child should not be given the impression 
that he will improve rapidly without putting jforth 
much effort.

At the beginning of the program it is better 
to provide for daily periods of concentrated, work 
rather than for widely distributed practice. All 
reading activities should be purposeful and the 
child as well as the teacher should understand what 
they are trying to accomplish. Keeping records of 
progress in reading will serve as an incentive to 
the child and will be a means of continuing diagnosis 
for the teacher.1

Time should, be allowed for recreational 
reading. This reading should be on the child*i 
independent level and. he must be helped to recognize 
material which is withing his range as well as being 
of interest to him. From tiifie to time children may

■^Dallman, oj3. clt., p 28
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be, checked informally to see that they understand the 
reading which they do during the recreational reading 
time. Books should be changed frequently so that 
children have an opportunity to choose from new and 
different selections. The recreational books should 
allow for great variety in difficulty and interests. 
Opportunities should be provided for sharing of stories. 
In this type of activity children get valuable exper
ience in an audience situationl Everyone is able to 
contribute something to the group activity in accord
ance with his own ability.^-

In the reading program attention should be given 
to both the horizontal and vertical development of the 
child. Those children who are working to the limit 
of *their present capacity should be given much oppor
tunity for enrichment activities which will give them 
wide experience on the same level before they are ready 
to progress on to another level. Children who are 
working below their potential capacity should be given 
initial work which will help to raise them as rapidly 
as passible to their correct achievement level. How
ever, even with the latter group enrichment on any

^Louise Willson Worthington, "The Right Climate' 
for a Varied Reading Program", Elementary School 
Notes No. IV. 1951-52, G-inn and Coq
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level will tend to build needed background so that 
their progress may be accelerated. Research reading 
should be assigned on the basic or the'independent 
level so that the child can work fairly independently. 
This type of activity is particularly valuable to the 
superior child who finds that the ordinary work of the 
classroom does not offer enough challenge.



CHAPTER II
THE RELATED LITERATURE
Several studies relating to the individual

ization of reading instruction have been made during 
the past ten years. In a recent report Bettŝ - out
lines the various administrative plans which are in 
current use to adjust the reading program to the needs 
of the school.

The trend in reading is to shift the emphasis 
from teaching purely mechanics to emphasizing mean
ing. The important thing is to begin instruction 
where the child is. Effective diagnosis of the levels 
of reading is the first step to adjusting the reading 
program.

Many schools are providing for inservice pro
grams of instruction to help teachers to meet the needs 
of their pupils more effectively. The Importance of 
limiting the size of the class to be instruEted is 
emphisized as well as the need for unregimented types 
of programs.

Homogeneous grouping for reading instruction 
in the intermediate grades is one plan being tried in 
some schools. Betts seems to feel that this type of

iBetts, op. cit.. p 586

c n a i a M T O . *  u M i v x a a r r r  l i b x a j e u ; 89920



grouping is not particularly valuable because of the 
impossibility of arriving at a truly homogeneous group 
and. the wide variety of different needs and interests 
of children even on the same general level of acheive- 
ment.

Some schools provide for adjustment teachers 
to instruct special cases of severe reading retardat
ion while other schools have set up reading clinics 
for the instruction of children with reading problems. 
Both of these plans must be supplemented by different
iated instruction by the classroom teachers.

Prevalent plans for diagnosing difficulties 
include the standardized tests of reading capacity and 
achievement. These may give an indication of the needs 
of the class but the reliability of individual scores 
is considered to be doubtful. The teacher must recog
nize that these tests are limited in their value and 
must fre supplemented by other types of diagnosis.

The informal reading inventory is considered 
to be very helpful in diagnosing reading needs. This 
consists of the day by day observation of the child's 
reading fsrom graded materials with informal checks on 
comprehension. Both oral" and silent reading activity 
should be included in this type of inventory.

26
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Differentiated guidance may come from tile class 
as a whole, from small group activities, from indiv
idual activities, or from a combination of all three. 
Provision for much independent reading and use of the 
library are important aspects of most plans for dif
ferentiated reading instruction.

Russell-*- made a study in which he compared 
the achievement of children in San Francisco who were 
instructed in schools which used inter-class grouping . 
for reading instruction with the achievement of other 
children who were instructed in schools which used the 
conventional type of classroom grouping for reading 
instruction.

Under the inter-class grouping plan all child
ren in grades four, five, and six were grouped accord
ing to their reading achievement levels. High fourth 
and fifth grade pupils moved up to other classes 
during the reading period and low sixth and fifth 
moved down to groups corresponding to their correct 
achievement levels.

Pupils in three different schools of below 
average, average, and above average socio-economic

^Russell, 0£. cit., pp. 4-62-70



28

status who used the "circling" plan were matched 
according to chronological age, mental age, and reading 
age with, pupils in three other schools of the same 
types who used the conventional type of grouping.

Group intelligence tests and achievement teats 
were given at the beginning of the study to determine 
the abilities of the groups. At the end of two years 
the pupils were tested again and a comparison was made 
to determine the growth made during the period. The 
tests showed no reliable differences in achievement 
between the two groups.

The principals of the schools in which the study 
was made were questioned as to their opinions of the 
"circling" plan. Sixty-eight per cent of the prin
cipals using eitheh plah .indicaied. that they favored 
the"circling" plan, while twenty-six per cent were 
doubtful as to the value of the plan.

Those who favored "circling felt that it makes 
it possible to have more homogeneous groups. In deal
ing with a homogeneous group a teacher’s time and effort 
are not so divided as when dealing with a hetero
geneous group. For this reason more«, efficient teach
ing is possible. When thè groups are homogeneous.it 
it possible to devote mòie time to enrichment for
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superior pupils and these superior children feel 
more of a challenge when working with children of 
similar ability. At the same time the slower children 
can be given more help and more encouragement in a 
homogeneous group. They will not feel frustrated by 
their inferior achievements if they do not have to be 
compared with more capable children. In this type of 
group it is not necessary to have such a wide range of 
materials in each class as it is in a heterogeneous 
group. It is not necessary to make as many sub-div
isions in a homogeneous group so each sub-group can be 
given more time for instruction,

Those who were opposed to the plan seemed to 
feel that the reading teacher could not fully know 
and understand each child when dealing with the read
ing group during the reading period only. They felt 
that young children need to be under the direction of 
the same teacher for reading as for other subjects.
It is not possible readily integrate reading with 
other subjects when more than one teacher is involved. 
Some children may be socially maladjusted in the read
ing groups because of age and maturity differences. 
Those opposed to the circling plan felt that the slower 
children need the stimulus of brighter children.
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Edmiston and Benferl made a study to determine 
the degree to which the range of intelligence within 
a group affects the reading progress of the group as 
a whole. Four hundred sixty-two fifth and sixth 
grade pupils were organized into groups of comparable 
size. The children were tested for reading achieve
ment of I.Q. at the beginning of the study. Half of 
the pupils were arranged in groups which had a range 
of kO points in I.Q. while the other half of the 
pupils were arranged in groups having a range of 30 

points in I.Q. After six months the children were 
tested again ofi reading achievement. From the 
results of these tests it was concluded that the 
average reading progress in months and in critical 
ratio was greater in those groups which contained a 
wider range of I.Q.

Blumenthal-* 2 made a study of intermediate grade 
children of grades 3-6 to determine the correlation 
between ability in readingand chronological age. The

^R. ¥. Edmiston, and J. G. Benfer, "The Relation 
ship Between Group Achievement andRange of Abilities 
Within a Group”, Journal of Educntlonal Resenrah XL 
(March, 19^9) 7-^8.

2Frances Blumenthal, "A Study of the Correlation 
of Pupil Ability with Chronological Age”, Educational 
Administration and Supervision, XXXV (May, 19^9), 
pp 279-9^
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pupils of at least two classes of each grade were 
tested on reading achievement and the opinions of the 
teachers were asked on the preferable grouping for 
specific purposes: social adjustment, progress in 
required skills, and ease of planning.

Conclusions from the results of the study were:
(1) social adjustment is best in a hetrogeneous group;
(2 ) homogeneous grouping is best for ease of planning 
and academic achievement.

Hester^ made a report on the plan used in Dade 
County»Florida to meet the reading problems there.

All pupils from grade three through grade 
six were tested to determine their reading needs. 
Faculty meetings were held to help teachers improve 
their reading instruction. Observations and reports 
were made of individual pupils. Panel discussions 
were held to give help on solving problems. Nine- 
week reading clinics were set up to give special 
reading help to those who needed it.

Tests given at the end of the study showed 
gains ranging from no gain to thirty months gain.

■^Kathleen B. Hester, "Dade County Meets the 
Reading Problem", The Elementary School Journal.
XLVI (November, 19^37 lW-56.
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The majority of the pupils tested showed from txiree 
to seven months gain. From results of the study 
the author concluded that more thorough remedial 
reading programs should be set up. She felt that 
more attention should be given to reading readiness 
and to development of a broader background of exper
iences for all the children. She recommended that 
instruction in reading should be individualized and 
every child should receive definite, systematic basic 
instruction with interesting materials. The author 
also felt that better parent education about factors 
affecting reading success are necessary.

Redmount^ made a report on the results of the 
reading correction program of the Pennsylvania State 
College Reading Clinic over a six weeks period.

Twenty-four children were studied as to changes 
is personality and reading progress. They ranged in 
age from eight years to eighteen years and in grade 
from two to twelve. Reading and personality tests 
were given at the beginning and at the end of the six 
weeks period.

The results of the test showed that 48$ of the
1 • v t> f.Robert S. Redmount, "Description and Evaluat

ion of Corrective Program for Reading Disability", 
Journal of Education Psychology. XXXIX (October, 1948) 
PP 3^7-537
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children tested made varying degrees of improvement.
1 2 $ received reduced scores. Changes in personality 
and reading scores occurred in the same direction in 
7^$ of the cases.

In a report made by the staff of the reading 
clinics of the University of Chicago the progress of 
three hundred students of elementary, high school, 
and college students was given for a period of one 
semester

Achievement and ability tests were given at 
the beginning of the semester and achievement tests 
were given again at the end of the semester. Obser
vation of needs and of progress were also made during 
the cotirse of the semester.

Results showed that there was progress in most 
cases. Most progress was made by those pupils who 
showed the greatest discrepancy between capacity end 
achievement.

In the lower and intermediate grade levels it 
was found that emotional malady is closely related 
to ina.deô uate progress in reading. Early visual 
difficulties were found to cause reading difficulties 
which in turn led to emotional disturbance.

^Clinical Studies in heading I_, Supplementary 
Educational Monograph, No. 6 8, Staff of Reading Clinics 
of the University of Chicago, Chicago: University of 
Chicago Press, 19^9. 173PP*
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Whipple^- made a study of eighty-three remedial 
cases to determine the causes for their deficiencies 
in reading and to determine the causes for both the 
basic and remedial reading programs.

The eighty-three children were given mental 
tests, and achievement tests in silent and oral read
ing. Their achievement and progress in other sub
jects was studied as well as their out of school 
reading habits.

The results of the tests and study showed 
that a large proportion of the children studied were 
slow learners. A frequent cause for reading defic
iency in this group seemed to be the fact that reading 
was introduced before the children were ready. In
sufficient readiness on all levels and the use of 
inappropriate materials contributed to their dif
ficulties. The fact that there were gaps in the read
ing instruction also seemed to be a contributing 
factor. These gaps in instruction may occur when a 
child is absent from school frequently, thereby 
missing part of the essential reading instruction 
which is not supplied for him before he is returned

^Gertrude Whipple, "Remedial Programs in Re
lation to Basic Programs of Reading". The Elementary 
School Journal. XLIV (May 1 W )  , 525-35.
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to his regular reading group. Gaps may also occur 
when a group of children is promoted from one teacher 
to another. The second teacher may not fully under
stand the exact reading placement of each child and 
therefore may omit essential instruction which has 
not been given to the group previously. Inferior 
language equipment also seemed to be an important 
cause for their difficulties. Children who come 
from foreign language homes or those who spealc with 
a" dialect often have difficulty mastering reading 
because they do not hear the sounds correctly so can
not interpret the printed words correctly. Poor 
home environment seemed to be another cause for fail
ure in reading. Those children who showed evidence 
of deficiency in diet or insufficient rest demon
strated more difficulty in working in all subjects.

Whipple recommended that classes should be 
kept small enough so that efficient teaching can be 
done at all times. She also felt that more attention 
should be given to readiness not only for the initial 
Introduction of each new aspect. She recommended 
that an abundance of reading experience be provided 
on every level to give children a broad background 
fom^uture development. She felt that instruction
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and materials should be varied in an effort to more 
completely meet individual needs. More complete 
mental and physical study of the children with part
icular attention regularly to the physical conditon 
of the children was also recommended.

Jonesl reported on an experiment in adapting 
the classroom program to allow for individual needs.
The purpose of the study was to determine the diff
erence* in progress in skills of Intermediate grade 
children taught on individual levels and those taught 
on grade levels. Two comparable groups of 125 fourth 
grade children each were set up by means of different 
types of tests. Five classrooms in different build
ings in the city were used for the instruction of 
each group.

In the control group most of the material was 
on the fourth grade level and instruction was planned 
for the average children in the group. In the exper
imental group the instructional materials were selected 
to fit the needs of the individuals in the group. The 
rate of progress and methods of instruction were 
adjusted to the needs of the group and very careful 
records were kept throughout the period of the study.

^Daisy Marvel Jones, "An Experiment in Adapt
ation to Individual Differences", Journal of Educat
ional Psychology, XXXIX (May, 19^3) pp 309-18.
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Tests given at the end of the study Indicated 
that the average and below average pupils in the 
experimental group showed superior progress which was 
significant at the 1% and 5$ levels of confidence.
The indicated growth in the superior group was not 
significant.

By means of a questionnaire sent to 110 experts 
of reading, supervisors, superintendents, principals, 
and professors of education, Russell and Anderson-*- 
oomplled a summary of the opinions of these experts 
concerning the reading program in the middle and upper 
grades including opinions on: content of readers, 
vocabulary control and development, workbooks, etc.

A large proportion of the experts agreed that 
it is desirable to organize materials on a unit basis. 
They felt that there should be a nearly equal div- 
ision of fact fiction in the reading texts. They 
agreed that manuals should be provided to accompany 
the texts. Vocabulary control was recommended, part
icularly in grade four, as well as phonetic training 
and dictionary work.

The experts did not a.gree as to the advisabll-

"*’David H. Russell and Marlon A. Anderson, "Pro
fessional Opinions About Basic Reading Programs in the 
Middle and Upper Grades of the Elementary School", Ele
mentary School Journal XLVI, (October, 19^5) PP 31-8b.
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ity of using two different books on the same grade 
level. They did not agree about the value of using 
workbooks or about the advisability of including 
"more robust red-blood content” in the readers.

The fundamental cause of weakness was defined 
as "the lack of knowledge of the mechanics of reading, 
inability to read for various types of comprehension, 
and insufficient vocabulary development".

Several recent studies have been concerned 
with defining the reading act. Gray-*- made a study of 
recent research of reading in an effort to determine 
the factors which contribute to ability in reading.
He concluded from his research that; (l) reading is 
not a unique ability, or a single complex activities 
that vary with the kind of material, (2 ) attainment 
in reading is influenced by personal and environment 
factors, (3 ) progress in reading parallels closely 
the total development of the learner.

In a review of thirty-two recent studies John
son1 2 attempted to identify the main factors involved 
in heading.

1 Gray, ojd. cit. p 5 3 9 -^ 7
2Marjorie Seddon Johnson, "Factors in Read

ing Comprehension", Educational Administration and 
Supervision, XXXV, (November, 19̂ 9") 385“^06.



39
Tht author concluded iron the re sorrel: done 

that 11 Comprehension is not a shill, hut: a complex 
function embracing many skills, abilities, and 
attitudes“. There are many skills which must be 
developed before a pupil is capable of understanding 
but these must be considered as only tools wnich can 
be used to promote the understanding and not as the 
end in learning to read. The mental ability of 
the child who is learning to read may be a large 
factor in determining the type of material which he 
will be able to comprehend. The physical condition 
of the child may have a large effect upon the rate 
with which he is able to develop his capabilities.
The author found that many writers agree that attitude 
and success in reading are closely related. A child 
may not learn to read because of a poor attitude 
caused by some emotional maladjustment. On the other 
hand the child who has a good attitude toward reading 
when he enters school may encounter early failure in 
reading and as a result develop a very poor attitude 
toward making any effort to improve in the future.

Johnson concluded that an important ability to 
be developed in teaching reading is the ability to 
see relationship between words and ideas. The word 
is used simply as the tool to bring the idea to the



child's mind. Another ability which the author felt 
to be important in reading is the ability to evaluate 
the author's statements. Children should not be 
allowed to grow up with the impression that everything 
they read in print is true. They must be taught 
that much printed material is merely an expression of 
someone's opinion and should be carefully analyzed 
to determine its value. They should have experience 
in studying propaganda, its purposes and its effects. 
They should have experience in drawing inferences 
from materials which they read.

The author also felt that children need train
ing In learning to develop a problem and being able 
to adjust the type of reading to fulfill the purpose 
for reading. Some types of material require careful 
thorough reading while other types of material require 
scant reading. The same article maight also be read 
in defferent ways for different purposes. If the 
reader is trying to locate a particular topic in the 
article he will merely skim through the body of the 
article. If he wants to remember the article for a 
particular purpose he will read it more thoroughly 
and carefully. The pupil should learn and understand 
what type of reading is required for different pur
poses and develop the ability to determine inaepend-



ently the purpose at hand and the suitable type of 
reading to achieve the purpose.

In a report on the research findings in read
ing, Husbands and Shores-*- reviewed twenty-five recent 
studies on reading and critical thinking and discussed 
some of the more important aspects of teaching read
ing. They concluded that ability to read effectively 
is determined in part by the content or problem area 
in which the reading is done. T^e person who is 
reading about a topic in which he has an interest and 
a background of understanding will be able to do a 
more effective and efficient job of reading than the 
person who is trying to read the same article with
out Interest or understanding. 'They also felt that 
comprehension is determined in'part by'what the reader 
intends to get from the.printed material. Plearsure 
reading is much less thoroughly done and much more 
easily forgotten than reading done for- information. 
Sometimes an article .may be read quickly for the par- 
pose of securing one or two facts. Those facts may 
be remembered while the rest of the article may be 
quickly forgotten. An important aspect of critical

"̂K. L. Husbands and J. Harlan Shores, "Measure
ment of Heading for Problem Solving: A Critical Re
view of the Literature", Journal of Educational Re
search. XLIII (February^ 19^5), ^30-3 9 .
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thinking In reading is the "ability to select relevant 
and rejectlirrelevant data".

Burkhart^* made a survey of the literature and 
sent questionnaires to forty reading specialists 
to determine the relative importance of 214 reading 
abilities. The skills judged by these experts to be 
of most Importance in reading were grouped under six 
headings as follows:

I. Observation: ability to keep mind on 
reading material, ability to understand mean
ing of a group of words, ability to recognize 
words of a given range of difficulty, ability 
to follow directions, ability to see an image 
clearly.
. .II* Researdh: Abilities!- ability to choose 
data to answer questions, ability to get new 
ideas, ability to summarize, ability to under
stand the type of material needed and to recog
nize the material when met, ability to carry a 
problem in the mind while reading.

III. Vooabulary Abilities: ability to 
attach meaning to words, ability to fit a 
word into the context, ability to attach mean
ing to words by association to personal exper
ience and observation.

IV. Aesthetic Abilities: ability to appreci
ate humor, ability to enter reading in a sym
pathetic mood, ability to read and be stirred 
emotionally.

Kathryn Harriett Burkhart, "An Analysis of 
Heading Abilities", Journal of Educational Research. XXXVIII (February, 1945) 430-39.



V. Hygienic Abilities: ability to avoid 
body and eye fatigue.

VI. Oral Reading Abilities: ability to 
understand the meaning and purpose for reading, 
ability to give clear oral presentation of 
thought relationships, ability to pronounce 
well and to be fluent, sympathetic regard for 
the listener.

1Hatch and Sheldon analyzed the errors of 
eighteen good readers and nineteen poor readers in 
grade four in four different school systems. The 
children were given reading tests and the results 
were compared to find their abilities in word rec
ognition, comprehension, and total reading ability.

They found that in the groups tested (l) there 
was a definite weakness in both the good and poor 
readers in word recognition; (2) the poor readers 
did word by word reading, used poor phrasing, had a 
limited sight vocabulary, and had very little working 
knowledge of letter sounds; (3 ) there was a great
difference in the two groups in all areas tested.

oShores and Husbands made a study to determine 
the relation between the rate of reading and compre-

^Shirley Hatch and Wm. D. Sheldon, "Strengths 
and Weaknesses in Reading of 0 Group of Fourth Grade 
Children", Elementary English. XXVII (April, 1950) pp. 25^-60.

2Harlan Shores and Kenneth L. Husbands, "Are 
Fast Readers the Best Readers?", Elementary English. 
XXVII, (January, 1950) pp 52-57.



hension. Ninety pupils of grades four through six 
were tested on science material, and the results were 
correlated under three conditions: (a) "original read
ing time and comprehension score", (b) "working time 
(time consumed in re-reading and answering questions) 
and comprehension score", (c) total time (sum of (a) 
and (b) above) and comprehension score5

They concluded from the results of the study 
that "the relationship between speed of reading; and 
comprehension depends, to a large extent'upon the pur
pose set for reading'and upon:the nature of the read
ing material". Sometimes fast readers achieve most 
while in other cases slow readers may have better 
comprehension.

Pflieger^ made a comparison of the test results 
on the Stanford Reading Achievement Test and the Iowa 
Reading Achievement Test given to 301 elementary and 
junior high school pupils to determine the influence 
the particular test might have on the grade level of 
the group. He found a significant difference in read
ing levels on the two tests but the pupils ranked in 
about the same order on both tests.

■'’Elmer F. Pflieger, "A Study of Reading Grade 
Levels", Journal of Educational ResearchT XLII 
(March, l M p p  5^1-5^.



Fox^ made a study of the possibility of im
proving children's reading interests and tastes. 
Twenty-one fourth and fifth grade children were studied.

Specific instruction was given in reading 
skills. Individualized special training was given as 
needed. Detailed studies were made of the deficiencies 
and needs of the children. A wide opportunity was 
given for free reading, library excursions, and guid
ance in choosing suitable reading material.

From the results of the study Fox concluded 
that children can be led to develop an Interest in 
free reading and establish the habit of voluntary 
reading books.

Several recent studies have been concerned with 
the problem of determining the extent to which intel
ligence influences the ability to succeed in reading.

pWoodrow^ made a study to determine the relat
ion between the I.ft. and the ability to improve in 
six school skills - including reading. He correlated 
the gains in school achievement made by 300 pupils of

^Maude Greene Fox, "An Experiment in Promot
ing: Interest in Reading", Elementary School Journal. XLVII (April, 194?), pp 451-460.

Herbert Woodrow, "Intelligence and Improve
ment in School Subjects", The Journal of Educational 
Psychology, XXXVI, (March, 1945) , 155-^.
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grades 4-7 with their intelligence scores.
He concluded that the I.Q. score cannot he 

used as the chief determiner of how much the pupil 
will learn in the future because so many other factors 
enter into the picture. Results of the teste given 
showed no significant relationship between changes in 
achievement score and I.Q. in grades past the fifth.

Strang"** made a stud.y to determine the variabil
ity in reading of pupils having the same Mental Age. 
Four hundred seventeen elementary pupils of varying 
chronological ages from 96^191 months and varying 
mental ages of from 84-203 months were tested on the 
following tests: G-ans Reading Tests, Thorndike-HcCallv
Reading Test, and Gates Silent Reading Test. The 
resulting data was analyzed by coefficient of cor
relation, means, standard deviation, and scatter dia
grams for each mental age within each chronological 
age (with a 10 months range).

The results of the tests showed that the 
relation between the standardized tests of reading 
comprehension and the mental age based on language 
test items is higher than the relation between the 
reading tests and the mental age based on non-language

■̂Ruth Strang, "Variability in Reading Scores on 
a Given Level of Intelligence Test Scores". Journal of Educational RegftarQfr, XXXVIII (February, 1945) 
¿140-446.



test items. The language mental age score is related 
to certain comprehension reading test scores, but 
it is less closely related to tests of application of 
reading as measured by the G-ans test. It was found 
that the scatter of reading scores on one intelligence 
level sometimes Includes almost the entire range of 
reading scores. From these results it was concluded 
that classification for reading on the basis of I.Q. 
scores alone is inadequate.

Wheeler^ reviewed several recent studies in 
an effort to determine the relationship of intelligence 
to reading achievement. It was found that earlier 
studies showed a close relationship between the two. 
However, the 19^8 report of the Tennessee State 
Testing program showed correlation of reading and 
intelligence differed among groups which varied only 
to a limited extent in intelligence.

It was concluded from the study that factors 
other than intelligence influenced the difference 
in achievement. Intelligence tests measure the 
reaction of the individual to specific tasks "only in 
proportion to the opportunity the individual has had
to develop his innate ability"...."It is not so much
the ability to learn to read that serves as a measure

^-Wheeler, 0£. cit., pp 225-27.



of intelligence as the ability to use reading as 
a tool for mental perfection".

Lennon^* correlated the scores of seventy 
comminities of grades two through eight on the Met
ropolitan Reading Achievement Test and the Pintner 
General Ability Test in an effort to determine the 
relationship between intelligence and achievement.
He found that differences in correlation increased 
steadily from grade two (.34) to grade eight (.85).
It was felt that some of the differences may be 
explained by the fact that the nature and content of 
the mental tests differs at different levels but this 
does not completely explain the difference.

Bond and Fay^ tested.a group of cnildren of 
grades 4-5-6 on the Stanford-Binet Intelligence Tests, 
Forms L and M, and compared tneir resulting mental 
ages with their reading, achievement ages in an effort 
to determine the effect reading ability would have on 
the results in the Stanford-Binet Intelligence test.

•̂Roger T. Lennon, "The Relationship Between 
Intelligence and Achievement Test Results for a Group 
of Communities", Journal of Educational Research.
XLIII (February, 1950 J Pp"l01-i3P2.

2Guy L. Bond and Leo C. Fay, "Comparison of , 
the Performance of Good and Poor Readers on Individ
ual Items of the Stanford-Binet Scale, Forms L and M, 
Journal of Educational Research XLIII, ( February, 1950) 
PP 475-479.



They concluded from the results of the tests 
■ that children of these graded whose reading ages are 
less than their mental ages tend to he penalized by 
those items on the Revised Stanford-Binet Scale which 
are verbal in nature or which depend upon the ability 
to understand a read passage. They felt that the 
extent of the penalty increases as the différences 
between mental age and reading age of the poor 
readers increases. They also felt that the children 
with wuperior reading ability are probably overrated 
on mental age, as measured by the stanford-Binet Scale. 
They recommended that the scale be revised further to 
compensate for these discrepancies.

Several recent studies have been concerned with 
the reasons for reading failures. Robinson^ made case 
studies for thirty seriously disabled readers with
I.Q.'s from 85-137 to determine the causes for their 
reading retardation. Each child was examined by a 
social worker, psychiatrist, pediatrist, neurologist, 
ophthalmologist, speech specialist, otolaryngologist, 
endocrinologist, and a reading specialist. After 
making their examinations the entire group met and
pooled their findings, identified the causal factors

*- •

■̂ Helen Mansfield ^obinson, “Causes of Reading 
Failure", Education. LXVTI (March, 19^7) pp 422-^28.
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for reading failure and prescribed therapeutic 
measures and remedial instruction!

They concluded that (1) deviations from the 
norm increase as retardation increases; (2) certain 
anomalies bear little or no causal relationship to 
reading disabilities; (3 ) some factors wnich special
ists believed might have a causal relationship did 
not prove experimentally to be so related; (§•) social, 
visual, and emotional difficulties ranked high as 
causes for reading retardation. Inappropriate method, 
neurological difficulties, speech and auditory dif
ficulties were less frequently judged to be causes of 
retardation. Endocrine disturbances, general physical 
condition, insufficient auditory acuity were judged 
to be least important.

The author recommended that more research in 
the area is still needed.

Russell^ reviewed recent studies to determine 
the correlation of personality difficulties and read
ing retardation. He concluded that no single person
ality pattern is identified with failure and mal
adjustment may be the cause, the concomitant, or the

^"David H. Russell, "Research on Reading Diffi
culties and Personality Adjustment", Improving Educ
ational Research, 19^8, pp 10-13, Official Report, 
American Education Research Association, 19^8.
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result of reading failure. Great care must be taken 
In making a diagnosis of reading retardation.

Wittŷ " reviewed thirty-eight recent studies to 
study the effect which emotional adjustment has upon 
reading achievement. He found that many investigators 
believe that emotional difficulties cause difficulty 
in reading while other investigators believe that the 
reading difficulties are the cause for the emotional 
difficulties. ^

There is a great need for preventing reading 
failure and the development of emotional problems.
It is important to insure that the pupil will feel 
success in his first experiences in reading and that 
he will learn to enjoy the reading process. Class
room climate and sympathetic teacher-pupil relationship 
are important elements in Insuring success in reading.

Special help should be provided for those chil
dren, particularly in the intermediate grades who have
developed reading or emotional difficulties.

—
Paul Witty, “Reading Success and Emotional 

Adjustment", Elementary English. XXVII (Kay, 1250) 
281-.296. )



CHAPTER III
AN INDIVIDUALIZED READING PROGRAM IN GRADE FIVE

This study was conducted in grade five of 
Webster School, Omaha, Nebraska during four and one- 
half months of the regular 1951-1952 school term under 
ordinary classroom conditions. Thirty-nine children,
26 boys and 1 3  girls, took part in the study.

The purpose of the study was to investigate 
methods and materials by which reading instruction can 
be individualized in an ordinary classroom situation. 
The individualized reading instruction plan used in 
the study was adapted from the plan as set up by 
William Kottmeyer in The Handbook for Remedial Reading.

Materials used in the study include:
1. Charles E. Merrill Co., Diagnostic Reading 

Workbook Series
2. Dolch Basic Sight Vocabulary Cards
3. Dolch Picture Vocabulary Cards and Games
¿K Webster Publishing Co., Kottmeyer Blend

Wheels, Prefix Wheels, and Suffix Wheels.
5. Gates-Peardon, Practice Exercises in Reading

^William Kottmeyer, .Handbook for Remedial 
Reading. Chapter 8, St. Louis: Webster Publishing Com
pany, 19^7.



6. Durrell-Sullivan Heading Achievement Tests,
53

Form A and B
7. American Education Press, Weehly Reader. 

Editions 4,5, and 6.
8. Supplementary Readers from various publishers.
9. Stanford-Binet Individual Intelligence 

Test, Form L
10. Encyclopedias and Dictionaries
At the beginning of tne study, on November 8, 

1951» the class was given the Durrell-Sullivan Reading 
Achievement Test, Form A and the Durrell-Sullivan 
Reading Capacity Test. These tests are correlated to 
show tne degree to which a child's achievement in 
reading coincides with is capaoity in reading. Tne 
tests are divided into two parts: word meaning and 
paragraph meaning. Trie sum of these two test scores 
is used to -show the child's total reading ability or 
achievement. Each child, therefore, has three sepa
rate ratings on each test.

The total reading achievement scores were 
used as a basis for tentative grouping of the class for 
reading Instruction. During the course of the study 
informal individual reading tests were given regularly 
to the children. On the basis of these informal tests 
changes were made in the grouping as them seemed to
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be indicated by the varying progress of the children.
The November achievement test scores were com

pered individually with the November capacity test 
scores to determine phcther or not each child was working 
to his full capacity. Those children who received 
capacity test scores which were higher than their 
corresponding achievement test scores were regarded 
P.8 being retarded no matter what their reading level 
might be. Those children who received an achievement 
test score which was higher than their corresponding 
capacity test score were regarded as being accelerated 
no matter what their reading level might be. It 
must be remembered that these standardized tests can 
be used only as a point of origin in setting up the 
program and individual scores cannot be considered 
absolutely accurate.

During the first month of the study each child 
was given an individual Stanford-Binet Intelligence 
test to give a further indication of his general aca
demic ability. Cumulative records were studied care
fully and two children were sent to the diagnostic 
clinic for more thorough mental and physical examina
tion. During the course of the study five children 
were found to have eye difficulties which needed cor
rection. Three children were fitted with glasses.
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The first achievement test which was.given in 

November showed that the total achievement of the class 
ranged from grade. 2.4 to grade 6.9 with a mean grade 
placement of grade 4.5. Tne I.Q.'s of the entire class 
ranged from 70 to 127 with a mean I.Q. of 98.7. The 
chronological ages of the children in the class ranged 
from 9 years 10 months to 1 3  years 1 month with a mean 
chronological age of 10 years 11 months. The mental 
ages of the pupils ranged from 8 years 0 months to 12 
years 10 months with a mean mental age of 10 years 
7 months.

Ten children received total reading ability 
scores between grades 2.4 and 3»^« These children 
were placed in Group A. Thirteen children received 
total reading ability scores between grades 3*5 and 4.4. 
These children were placed in Group B. Ten children 
who received total reading ability scores between 
grades 4.5 and 5*4 were placed in Group G. The re
maining six children who received scores between 
grades 5«5 and 6.9 were placed in Group D.

Groups B, C, and D were provided with work
books from the Merrill series. The reading level of 
the workbook was from six months to a year lower than 
the child's tested reading level so that he would en
counter little difficulty with vocabulary. Group B



began in the workbook for grade, three, Group C began 
in the workbook for grade four, and Group D began in 
the workbook for grade five.

Each unit in the workbook consists of two 
pages. -One page contains a short selection on some 
topic of interest. The other page contains compre
hension questions or completion exercises to be worked 
by the pupils.. The second page also conta.ins an exer
cise designed to give training in finding main ideas.
The children were also provided with mimeographed forms 
for tiie purpose of recording their answers so that the 
workbooks would be non-consumable.

Each reading period the children in these three 
-groups were asked to read one selection. They were timed 
for one minute to determine their rate of reading. After 
marking their places at the end of the first minute of 
reading they were asked to finish reading the selection. 
The comprehension questions were then answered on the 
mimiographed form provided for the purpose. After 
answering the questions the pupils counted the words 
which they has read during the first minute and recorded 
this number on the score sheet. The forms were then 
handed to a pupil-checker to be checked from the answer
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sheet.
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After a few days of supervision the responsi
bility for distributing books and checking answers was 
left entirely to the pupilscheckers so that after giving 
the one-minute time on the silent reading the teacher 
was free to give drill to the children in Group A who 
needed help in word recognition.

The children in this group were paired for work 
on word skills. The very low ability readers in this 
group were paired with children in the same group who 
were more independent in word recognition but who still 
needed much review. Each day this group as a whole 
reviewed the basic phonetic principles with the teacher. 
Following this review the children worked with their 
partners to practice and learn the Dolcli cards and the 
blend wheels*

The Dolch cards were divided into eight packs. 
When a child had learned all the cards in one pack as 
well as the meaning of the words, that number was checked 
off on an individual record card which each child kept. 
Space was also provided on the card for checking when 
a child had mastered each of the blend wheels.

After fifteen or twenty minutes of this type 
of drill each child spent a few minutes reading a reading 
text on his Independent reading level. Sometimes this
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reading was silent, sometimes it was oral with, the 
partner or with the teacher.’ During the first three 
weeks of the study this group was checked on oral reading 
and comprehension by the teacher individually at least 
twice each vreek. After that they were checked once

All of the children in the class were supplied 
with supplementary reading text* on their independent 
reading level and time was provided daily for some 
reading in these books. The amount of time spent by 
individual children varied because of the differences, 
in the speed with -which they were able to finish other, 
work. Frequent checks were made by the teacher to as
certain whether or not the ciiildren had books of the 
correct reading level. As the program became organized 
the children developed independence in judging their 
correct reading level for themselves.

By the end of the first six weeks the upper 
three groups had finished the first workbook which had 
been provided for them. During the latter part of this 
period they were organized into pairs for drill on the 
prefix and suffix wheels in the same manner as Group 
A had done. The Dolch word cards and blend wheels were 
not used with these groups as they were too simple.
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Group D needed drill only on j&ix or seven of the harder 
suffix wheels. As children learned the wheels, part
ners were shifted so that every child had a chaaoe 
to be helped and to help someone else. Group D was 
drilled and checked by the teacher> the children in 
Group D helped children in Group 0, and so on down 
through the class. All children kept record cards to 
mark their progress.

After completing the Merrill workbook the 
pupils in Groups B, 0, and D were given the Gates- 
Peardon^Practice Exercises in Reading Comprehension.
Each practice exercise is pasted on an individual card 
so that the cards may be distributed to the children 
one at a time. The practice exercise consists of a 
short reading selection followed by three or more multi
ple choice questions. The children each read the se
lection on their cards and answered the multiple choice 
questions on a mimeographed sheet which was checked 
immediately by a pupil-checker. Any mistakes were cor
rected by the pupil and re-checked by the pupil-checker 
before a new card could be taken. Several exercises 
were completed during each class period. The exercises 
were numbered so that the children could keep a record 
of those cards completed.
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Two weeks later Group A was divided and five 

of these children, Group Ag, were given the compre
hension exercises. The other children in the group, 
Group A^, continued with their word recognition drill 
and were given daily developmental reading instruc
tion in books on a second grade level. These two 
groups, A^-A£, were brought together twice weekly for 
the rest of the period of the study for review and 
practice on the principles of syllabication, vowel 
and consonant sounds, etc.

After another six week period of practice on 
the comprehension exercises, drill on the Dolch words, 
the blend wheel?, prefix and suffix wheels, and inde
pendent reading practice with frequent checks on oral 
and silent reading by the teacher, Groups B, C, and D
were advanced into the next grade level of the Merrill 

JDeagnostic Workbooks for improvement of reading rate. 
At the same time the children in Group A^ were intro
duced to the books for the first time, being given 
the workbook for grade three. These workbooks were 
finished during the next six weeks. During the same 
time the children continued their drill and practice 
work in an effort to advance as far as they were able 
in their vocabulary. ,
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At the end of the first twelve weeks the chil
dren in Groups C and D were given instruction in the 
use of the encyclopedia and part of their reading'time 
was used in making reports on topics of interest to 
them. Other non-fiction materials were obtained from 
the library to be used in this activity also.

My Weekly Reader, grades 4,5, and 6 were pro
vided as well as The Children1s Digest and Jack and 
Jill magazines. These proved to be very interesting 
to the children. The reading in these publications was 
not formally supervised b$tt each of them provide many 
exercises for checking comprehension and for practice 
in developing the reading skills of following direc
tions, organizing material, selecting main ideas, etc.
The top three groups were the only ones who were able to 
use these publications to advantage. The Junior Scho
lastic magazine was also made available to the class 
but it proved to be too advanced for even the best 
readers. While '• some- could manage the vocabulary their 
interests were not yet mature enough for that publication.

During the entire course of the study the class 
as a whole was given review and practice in dictionary 
work, syllabication of words, phonetic principles, 
outlining, and other reading akills considered to be 
suitable and desirable in grade five. Weekly library
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visits gave the children an opportunity to select 
suitable books for independent reading.

During the study, groups C and D were also 
combined and given regular reading instruction in 
Days and Deeds « the basic Scott-Foresman reading text 
used in all: regular fifth grade classes in the city. 
Through this text and the workbook which accompanies 
it the children received systematic developmental., 
instruction in reading. The children in Group B re
ceived instruction in the Times and Places'text and 
workbook which is the Scott-Foresman basic fourth 
grade text. The children in Group A were given de
velopmental lessons of the same type but were not 
placed in tne basic text because of the fact that 
they had used it during the previous year and were not 
ready to advance to the next level. The children in 
Group A£ should be able to advance into the next text 
next term. The children in Group A]_ .will still be in 
need of much remedial and individual attention.

At the end of the eighteen week period, on 
April 1, 1952, thè class was given the Durrell-Sul- 
livan Reading Achievement Test, Form B. The scores 
on this test were compared individually with the scores 
which had been made on the achievement test given the 
previous November. The difference between those two



scores was considered as the absolute gain or loss 
made by each child.

Assuming that the I. ft, remains constant, the 
I.ft. scores were used to estimate the amount of gain 
each child might be expected to make during the eight
een week period of the study. This expected gain 
was then compared with the absolute gain or loss to 
determine the comparative gain or loss made on each test. 
The, comparative score refers to the number of months 
more or less than the expected gain which each cnild 
progressed during the eighteen week period.

The absolute differences were used to compute 
the mean absolute gain or loss of each group on each 
of the three divisions of the achievement tests.
From these scores the "t" ratio of the difference was 
computed for each group on each test. The mean ab
solute gain and "t" ratio were also computed for the 
class as a whole on each division of the tests.

Using the same procedure the comparative dif
ferences were used to compute the mean comparative gain 
or loss and the "t" ratio of this difference for 
each group on each test. The mean comparative dif
ference and the Bt" ratio of that difference was also 
computed for the class as a whole on each test.
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CHAPTER IV
' RESULTS OF THE STUDY

The first achievement test which was given 
in November showed that the total achievement of the 
class ranged from grade 2.4 to grade 6.9 with a.;mean 
grade placement of grade 4.52. The I.Q.'s of the 
entire class ranged from 70 to 127 with a mean I.Q. 
of 98.7» The chronological ages of the children in 
the class ranged from 9 years 10 months to 1 3  years
1 month with a mean chronological age of 10 years 
11 months . The mental ages of the pupils ranged 
from 8 years 0 months to 12 years 10 months with a 
mean mental age of 10 years 7 months.

On the November test in word meaning the clas 
as a whole showed differences between achievement and 
capacity which ranged from a retardation of 3 years
2 months to an acceleration of 2 years and 2 months 
with a mean difference of 2 .2 5 months retardation. 
Comparison of the November and April achievement test 
in word meaning showed differences ranging from an 
absolute loss of five months to an absolute gain of 
27 months with a mean absolute gain of 8.74 months. 
The "t” ratio of this mean absolute gain is 7*94 
sigmas which is significant beyong the 1% level of
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confidence. Tills means that it is proha Die that in 
excess of 99% of these cases the difference is due to 
factors other txian chance. It is quite likely that 
the reading program accounts largely for this improve
ment .

The comparative differences on the two achieve
ment tests in word meaning ranged from a comparative 
loss of 9 months to a comparative gain of 23 months.
The mean of these comparative differences is 4.43 
months comparative gain. The "tn ratio of this mean 
comparative is 4.03 sigmas which is significant heyond 
the 1% level of confidence.

In paragraph meaning the class showed dif
ferences on the November, tests in achievement and 
capa.city ranging from a retardation of 4 years 1 month 
to an acceleration of 23 months with a mean deviation 
of 17.3° months retardation. The differences between 
the first and final achievement tests in paragraph 
meaning ranged from an absolute loss of 11 months to 
an absolute gain of months with a mean absolute 
gain of 9.^3 sigmas. The “t" ratio of this mean 
absolute gain is 4.81 sigmas which is significant at 
the 1% level of confidence.

The comparative differences on the achievement 
tests in paragraph meaning ranged from a comparative
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loss of 1 7 months to a comparative gain of 33 months 
with a mean comparative gain of 3 .8? months. The MtM 
ratio of this mean comparative gain is 2 .0 2 sigmas 
which is significant beyond the 5% level of confidence.

Comparison of the November achievement and 
capacity tests for total reading ability showed dif
ferences ranging from a retardation of 4-0 months to 
an acceleration of 14 months. The mean of these 
differences was a retardation of 14- , 1 5 months.

The differences between the first and final 
achievement tests in total reading ability ranged from 
an absolute loss of 2 months to an absolute gain of 
35 months with a mean absolute gain of 8.46 months.
The 111" ratio of this mean absolute gain is 7.17 
sigmas which is significant beyond the 1 % level of 
confidence.

Comparative differences in total reading 
ability ranged from a comparative loss of 6 months 
to a comparative gain of 25 months with a mean com
parative gain of 4.07 months. This mean comparative 
gain has a "t" ratio of 3*7 sigmas which is significant 
beyond the 1% level of confidence.

The class as a whole read 551 supplementary 
boohs. Of these 66 were on the first grade level,
62 were on second grade level, I30 were on third grade
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level, 108 were on fourth grade level, 1 3 9 were on 
fifth grade level, and 45 were on sixth grade level.

On the basis of the achievement test results in 
total reading ability ten children were placed in Group 
A in November. Their total reading achievement scores 
ranged from grade 2.4 to grade 3*4, with a mean achieve
ment of grade 3*0- The I.Q.'s in this group ranged 
from 70 to 102 with a mean I.Q. of 89.4. The chrono
logical ages of the children in Group A ranged from 10 
years 3 months to 1 3  years 1 month, with a mean chrono
logical age of 11 years 5 months. The mental ages of 
the children in this group, based on the results of 
the Stanford-Binet Intelligence tests, ranged from 8 
years 4 months to 11 years 6 months with a mean mental 
age of 9 years 11 months. Eight of these pupils were 
boys and two were girls.

The children in Group A were given more word 
and phonetic drill than the children in the other 
groups. They were not Introduced to thè rate and 
comprehension improvement exercises until the middle of 
the period of instruction because these materials 
begin at the third grade level and this particular 
group did not show by their test scores and performance 
that they could handle this material. This may account 
for the fact that these children showed mucjj; greater
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improvement in word meaning achievement than they did 
in paragraph meaning achievement.

All of the children were given the same 
opportunity for doing independent reading but the 
children in this group did not do as much reading of 
this type as the other children. This was probably 
due to the fact that the teacher could not give them 
the great amount of assistance which they needed to 
gain confidence in their reading. It was probably 
also due in part to the fact that the materials which 
are available to this level of reader are not as a 
whole of great interest to the average fifth grade child 
so it was difficult to find something that the children 
in this group would be really interested in reading on 
their correct reading level. The total number of sup
plementary books read in Group A was 173. Of these 66 
were on the first grade level, ^9 were on the second 
grade level, and 58 were on the third grade level.
While this is a mean average of 17.3 books per pupil 
it must be remembered that the reading material in 
books of these levels is limited in quantity, so the 
total amount of reading done was not great.

During the first three weeks of the period of 
instruction the children in Group A were given daily 
assistance in oral and silent reading by the teacher.
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During the next three weeks every child had a pupil 
helper to give him assistance in reading. After the 
first six weeks the group was divided into Group A-̂ and 
Group A2 with five in each group. Group A^ was given 
the same type of comprehension exercises as the other 
groups in the room, with individual help on reading by 
the teacher or other pupils as needed. Group A-j_ continued 
to receive daiiby individual reading help from the teacher 
or a pupil-teacher. After twelve weeks had passed two 
more children were shifted from Group Ai to Group A2 and 
worked into the individual group activity on rate and 
comprehension Improvement.

All of the children in Group A completed the 
study of the Dolch cards in a fairly satisfactory manner. 
Seven of these children were also able to complete the 
study of the blend wheels and two children completed the 
study of the prefix wheels.

The attitude of the Individual children in this 
group seemed to influence their success to a great extent. 
Those children who cooperated most fully showed the

igreatest halns in most instances. Some of these retarded 
readers had undoubtedly formed the habit of failure and 
so it was difficult - for them to change their attitudes 
and try to improve their reading. Others in the group 
made remarkable improvement in both attitude and achieve-
ment



The children in Group A£ completed about half 
of the Gates-Peardon comprehension exercises and 
completed all of Book Three in the Merrill Diagnostic 
Workbook Series. The two children who were transferred 
to Ag after 12 weeks completed only the Merrill Workbook.

Three children in Group Ai were given daily 
individual help by the teacher or by a pupil-teacher in 
wor& study and reading practice. They showed some gain 
in word meaning in the second test but showed no advance 
in paragraph understanding. During the course of 
instruction they read many simple books but were not 
able to advance to an independent reading level of 
grade two. This fact would seem to indicate that they 
are in need of a detailed, individual study and remedial 
instruction which is not possible in a classroom 
situation.

In November these children were retarded in 
word meaning from three months to 38 months with a mean 
retardation of 22 months. When the November and April 
achievement scores were compared the difference on the 
word meaning test ranged from an absolute loss of one 
month to an absolute gain of 2? months with a mean 
absolute gain of 9 A  months. The WT" ratio of this mean 
agin is J .8 2  sigmas which is significant at the 1%

70 .
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level of confidence. When these absolute gains or 
losses were compared individually to the expected 
gains of these children the comparative differences 
ranged from a comparative loss of -8 months to a com
parative gain of 23 months, with a mean comparative 
gain of 5.2 months. The "t" ratio of this comparative 
gain is 2 .O3 sigmas which is significant beyond the 
10$ level of confidence.

According to the results of the November tests, 
the children in Group A were retarded in paragraph 
meaning from 5 months to 49 months with a mean retard
ation of 21.0 months. At the end of the 16 weeks 
period of instruction the results on the paragraph 
meaning test showed differences ranging; from an ab
solute loss of 11 months to an absolute gain of 7 
months with a mean absolute loss of .3 months. The 
"t" ratio of this mean loss is .16 sigmas which is 
not significant’. When the individual gains and losses 
were transposed into comparative differences these 
differences ranged from a comparative loss of 17 

months to a comparative gain of 2 months with a mean 
comparative loss of 4.9 months. The "t" ratio of this 
comparative mean loss is 2.42 sigmas which is signifi
cant at the 5$ level of confidence.
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The total reading ability scores of these 
children showed retardation ranging from 23-9 months 
to *K) months, with a mean retardation of 2 3 .9 months 
when the first tests were given. At the end of the 
study these children showed absolute gains in total 
reading ability ranging from 1 month to 18 months 
with a mean absolute gain of 5*3 months. The "t” 
ratio of this absolute gain is 3.21 which is signi
ficant beyond the Z% level of confidence. When the 
individual scores in total reading ability were trans
posed into comparative differences these differences 
ranged from: a comparative loss of ^ months to a 
comparative gain of 1 3  months with a mean comparative 
gain of 1.0 months. The 111* ratio of this mean com
parative gain is .60 sigmas which is not significant.

The fact that the children in Group A made a 
significant gain of 9.^ months word meaning gives a 
strong indication that.the intensive word drill 
activities must have been responsible for a large part 
of the-gain. ; The fact that the average of these 
children had advanced only to the level of grade 3.0 
in word meaning in the period of the previous five 
years makes these gains seem even more remarkable.
The mean comparative gain of 5.2 months in word
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meaning in this group is significant only at the 10$ 
level of confidence. This lower significance may be 
accounted for by the fact that, while there were no 
absolute losses greater than one month in this group, 
every child was expected to mate at least 3 .5 months 
gain during the period of study. The individual 
expected gains were computed from the individual 
intelligence test scores. The fact that some children 
did not mate the expected gain gave them a negative 
comparative difference score. Therefore the average 
comparative gain and "t" ratio were lower.

The significant comparative loss in paragraph 
meaning in Group A may be partially accounted for by the 
fact that this group of children were reading on first 
and second grade levels. This level of reading does 
not include ®uch paragraph experience. Most of the 
children in this group were chiefly occupied with 
mastering vocabulary. There is not much material 
available in paragraph understanding on these levels.
For this reason these children could not take part in 
the comprehension improvement exercises which the rest 
of the class were doing. The Durrell-Sullivan Achieve
ment tests given are set up for grades 3-6 . It seems 
likely that the material in the test may be too diffi
cult to correctly rate this slower group. Another type 
of test might give a better Indication of their abilities.
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The mean absolute gain of 5*3 months in total 

reading ablli.ty which is significant beyond the 2$ 
level of confidence is very encouraging in this group:, 
particularly in view of the fact that their previous 
reading progress has been so slow. It seems quite 
likely that this group could have an achievement much 
hearer their capacity if instruction could be individ
ualized in all grades.

Thirteen children, 11 boys and 2 girls, were 
placed in Group B on the basis of their total reading 
achievement scores. These scores ranged from grade 3 .5 
to grade with a mean achievement of grade 3*95*
The I.Q.'s in Group B ranged from 73 to 107 with a 
mean I.Q. of 92. The chronological ages in this group 
ranged from 10 years 1 month to 12 years 7 months with 
a mean chronological age of 11 years and 1 month.
The mental ages ranged from 8 years 0 months to 12 years 
2 months with a mean mental age of 10 years 3 months.

Four children in this group began their word 
drill with the Dolch words. The others in the group 
were able to begin immediately with the blend wheels.
All of the children in the group were able to complete 
the study of the blend wheels and the prefix wheels.
Two of these children also completed suffix wheels.
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These two children made such fast gains in performance 
that they were transferred into Group C at the end of 
the first twelve weeks.

The children in Group B read a total of 16b 
supplementary books during the 4jjr months period. Of 
these 14 were second grade level, 54 were of third 
grade level, 55 were fourth grade level, 43 were of 
fifth grade level, and two were of sixth grade level. 
These children showed a great interest in the program 
and were most eager to improve their reading. They had 
enough independence in reading at the beginning to be 
able to go ahead without much teacher direction. Their 
reading interests were satisfied by the level of read
ing which they were able to do.

Tile children in this group accepted the 
responsibility for organizing themselves and for carry
ing out their work very well. They were very interested 
in keeping records of their progress and seemed 
inspired to try to raise themselves to a higher level 
of achievement. The work seemed very stimulating to 
this particular group.

During the first six weeks of the instruction 
period Group B completed Book Three of the Merril 
Diagnostic Reading Workbook Series. During the second 
sir weeks .".period they completed Book Four of the
Merrill Series
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In word meaning Group. B showed differences 

between capacity and achievement* on the test taken in 
November, ranging from a retardation of 33 months to 
an acceleration of 7 months with a mean of 1 3 * 5 months 
retardation.

At the end of the IS weeks of the study this 
group showed differences in word meaning scores ranging 
from an absolute loss of 2 months to an absolute gain 
of 20 months with a mean absolute gain of 9.^ months.
The 111" ratio of this gain is 5«0 sigmas which is 
significant beyond the 1^ level of confidence.

When converted into comparative gains and losses 
these differences show a range of from 5 months com
parative loss to 15 months of comparative gain with a 
mean comparative:gain of 5*53 months. The "t" ratio of 
this comparative gain is .9^2 sigmas which is not 
significant.

In paragraph meaning- Group B in November had 
a range of differences between capacity and achievement 
from +̂3 months of retardation to months acceleration 
with a mean of 21.7 months retardation. In April these 
children showed changes ranging from 10 months absolute 
loss to 38 months absolute gain with a mean absolute 
gain of 12.69 months. The "t" ratio of this gain is 
2 .90 which is significant beyond the 2% level of confid
ence
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When these differences were transposed into 

comparative gains and losses the scores ranged from a 
comparative loss of 16 months to a comparative gain of 
33 months with a mean comparative gain of 8.0 months. 
This comparative gain has a "t" ratio of 1.93 and is 
significant beyond the 10% level of confidence.

In total reading ability this group had achi
evement scores in November ranging from j2 months re
tardation to 1^ months acceleration with a mean of 17.5 
months retardation. After 18 weeks the achievement test 
scores showed differences ranging from an absolute loss 
of 2 months to an absolute gain of 25 months in total 
reading ability with a mean absolute gain of 11 months. 
The "t" ratio of this mean difference is 5 «18 sigmas 
which is significant beyond the 1% level of confidence.

When converted to comparative scores these 
differences ranged from a comparative loss of 6 months 
to a comparative gain of 25 months in total reading 
ability with a mean absolute gain of 11 months. The 
"t" ratio of this mean difference is 5.18 sigmas which 
is significant beyond the 1% level of confidence.

When converted to comparative scores these 
differences ranged from a comparative loss of 6 months 
to a comparative gain of 25 months with a mean compara
tive gain of 6.53 months. The “t" ratio of this gain is
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2.74 sigmas which is significant at the 2% level 
of confidence.

Ten children, 8 girls and 2 boys, were placed in 
Group 0 on the basis of their achievement test scores 
in total reading ability. These scores ranged from 
grade 4.5 to grade 5*4 with a mean grade placement of 
grade 4.96. The I.Q.‘s in this group ranged from 83 

to 115 with a mean I.Q. of 100.5 . The chronological 
ages in this group ranged from 10 years 2 months to 
11 years 5 months, with a mean chronological age of 
10 years 6 months. The mental ages of this group

•• .•i :

ranged from 8 years 7 months to 12 years 5 months, 
with a mean mental age of 10 years 7 months.

Five children in Group C required drill and 
practice on the prefix wheels. These five children 
completed the prefix wheels and the suffix wheels 
during the course of the study. The remaining five 
children did not require drill on the prefix wheels 
but all of the pupils needed drill on the suffix wheels, 
which were completed satisfactorily during the period 
of instruction.

The pupils in Group C read a total of 120 sup
plementary boohs. These boohs included 18 on third 
grade level, 46 on fourth grade level, 50 on fifth 
grade level and 6 on sixth grade level.
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The children in this group were very cooperative 
and were quite capable of taking the responsibility for 
carrying out the program without much direction. This 
group was particularly interested in the neriodicals 
which were supplied for the class. They were also inter
ested in investigating topics of individual interest.
This group made much use of the encyclopedia and dict
ionaries in their reading work.

During the first six weeks of the instruction 
period Group .-0 completed Book Four of the Merrill Diag
nostic Reading Workbook Series. During the second six 
weeks period this group completed the Gates-Peardon 
Practice Exercises in Reading for grade four. During 
the final six weeks period they completed Book Five of 
the Merrill Series.

One pupil was shifted from Group 0 into Group B 
at the end of the first sex weeks.

On the word meaning test taken in November,
Group C showed differences between achievement and 
capacity ranging from a retardation of 1 7  months to an 
acceleration of 26 months with a mean difference of 1.2 . 
months acceleration.

After 18 months of study this group showed dif
ferences on their achievement test in word Meaning 
ranging from an absolute loss of four months to an
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absolute gain of 18 months-with a mean absolute gain of 
7.7 months. The "tM ratio of the gain is 3*37 sigmas 
which’is significant beyond the 1# level of confidence.

When these scores were converted into comparative 
differences they ranged from a comparative loss of 9 
months to a comparative gain of 12 months with a mean 
comparative gain of 2.7 months. The "t” ratio of this 
score is 1.19 sigmas which is not significant at the 
1% level of confidence.

In paragraph meaning the differences between 
capacity and achievement for GroupC on the November test 
ranged from a retardation of 4-2 months to an acceleration 
of ^ months with a mean of 15.6 months retardation. In 
April the children in this group showed absolute gains 
from 5 months to 3 1 months with a mean absolute gain of 
1 3 . 5  months. The "t".ratio of this gain is ^.90 sigmas 
which is significant beyond the 1% level of confidence.

The comparative differences in paragraph mean
ing ranged from a comparative loss of 1 5 months to a 
comparative gain of 26 months with a mean comparative 
gain of 6.1 months. The ntu ratio of this comparative 
gain is I .63 sigmas which is not significant.

The differences between capacity and achieve
ment in total reading ability in November ranged from 
a retardation of 23 months to an acceleration of 9
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months with a mean retardation of 6.8 months. On the 
April' achievement test this group showed absolute gains 
ranging from’.! month to 17 months with a mean absolute 
gain of 8.4 months. The "t" ratio of this mean gain . 
is 5-79 sigmas which is significant beyond the 1% 

level of confidence.
The comparative differences on this test ranged 

from a comparative loss of 4 months to a comparative. 
gain of 11 months with a mean comparative gain of 3.4 
months. The "t" ratio of this mean comparative gain 
is 2.46 sigmas which is significant at the 5i<> level of 
confidence.

The children in this group made absolute gains 
in all three divisions of the test which were significant. 
The mean paragraph meaninp; gain Of 13*5 months seems 
particularly unusual. This large paragraph meaning 
gain may be partly explained by the fact that this group 
could use most of the materials available to best 
advantage. They were independent enough in their 
reading to be able to progress to the limits of their 
ability without waiting fornuch teacher direction.
Their cooperative attitudes also may account for much 
of their progress.

These children did not show comparative gains
which were significant in word meaning or in paragraph
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meaning« However, the total reading ability comparative 
gain was significant beyond the 5% level of confidence. 
In the case of the word meaning test, the fact that the 
children had a mean acceleration of 1.2 months at the 
beginning of the study may account for the fact that 
they didn't make a significant comparative gain in this 
test. Since they were presumable working to their full 
capacity at the beginning of the study they would not 
be expected to make any great comparative gains.

Six children, five boys and one girl, were 
placed in Group D. These children ranged in total 
reading achievement from grade 5 -5 to grade 6.9 with 
a mean total achievement of grade 6.2. The I.Q.'s in 
this group ranged from 102 to 127 with a mean I.Q. of 
1 1 3 « The chronological ages of these children ranged 
from 9 years' 10 months to 11 years 1 month, with a 
mean chronological age of 10 years 5 months. Their 
mental ages ranged from 10 years 1 month to 12 years 
10 months with a mean mental age of 11 years 8 months.

The pupils in this group required word drill 
only on the suffix wheels. There were completed 
without great difficulty. These children finished the 
Merrill Diagnostic Workbooks for Grade Five and Grade 
Six. They also completed the Gates-Peardon Practice
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exercises for grade five. They cooperated well on 
these exercises hut they did not seem to feel as much 
interest in them or in improving as di,d Groups B and C. 
This was no douht due to the fact that they already 
felt confident of their reading independence and did 
not feel a great need for improvement. These child
ren were more interested in investigating other topics 
of interest to them.

The pupils in Group D read a total of ninety 
supplementary reading hooks of which seven were fourth 
grade level, 4-6 were fifth grade level , and 37 were 
sixth grade level. Besides these supplementary books 
these children read many periodicals and library hooks. 
They had a very great interest in readin,, from the 
beginning of the term.

On the November tests in word meaning, the 
differences in Group D between capacity and achievement 
ranged from a retardation of 38 months to an acceler
ation of 21 months with a mean acceleration of 1.66 
months. At the end of the 18 weeks of study the 
children in this group showed differences on their 
achievement tests ranging from an absolute loss of 5 
months to an absolute gain of 1^ months with a mean
absolute gain of 7.83 months. The "t" ratio of this



absolute gain is 5-26 sigmas which is significant 
beyond the 1;% level of confidence.

When these scores were converted inro comp
arative differences the comparative differences ranged 
from a comparative loss of 5 months to a comparative 
gain of 12 months with a mean comparative gain of
5.01 months. The "t" ratio of this score is 2.11 
sigmas which is significant at the 10$ level of 
confidence.

In total reading ability in November the pupils 
in Group D showed differences between capacity and 
achievement ranging from a retardation of 4l months to 
an acceleration of 12 months with a mean retardation of
4.2 montns. During the course of the study this group 
showed absolute gains ranging from 4 months to 1 5  

months with a mean absolute gain of 8.33 months. The 
"t" ratio of this gain is 4.98 sigmas which is 
significant beyond the 1$ level of cohfidence.

When these total reading ability scores were 
converted into comparative differences the differences 
ranged from a comparative loss of 1 month to a com
parative gain of 21 months with a mean comparative 
gain of 5.0 months. The "t" ratio of this gain is 1.51 
sigmas which is not significant.



85

The mean absolute gain of 11.83 months In 
paragraph meaning made be Group D was more significant 
than the 7.83 months gain in word meaning. The larger 
paragraph meaning gain can probably be explained in 
part by the |act that these children were reading on 
a level where the major emphasis is on reading infor
mation. On this level it is not necessary to devote 
so much time to word drill. The fact that the average 
of this group were accelerated in word meaning at the 
beginning of the study may also account for the fact 
that they made less gains in that area.



CHAPTER V
SUMMARY AND CONCLUSIONS

Learning to read is a developmental process. 
Each new ability in reading is built upon abilities 
and skills which have been developed previously.
The reading program cannot be divided into arbitrary 
grades. Each reading teacher must be prepared to find 
many varying abilities within each group. It is im
portant that there be no "gaps" in reading instruction 
so each child must be started at the point to which 
he has already progressed and guided to go on from 
there.

Comprehension of ideas.: is the important aim 
in teaching reading. It is necessary to develop many 
skills and abilities before the reader is capable of 
acquiring the information he is seeking in reading.
Tne reading program must be set up in such a way that 
the skills are given the necessary emphasis without 
losing sight of the main purpose in reading; gaining 
information.

The reading program must be kept flexible 
because every child has his own rate of development 
and therefore cannot be expected to remain the same 
as every other child even in the small group to which 
he may be assigned for reading instruction. It is



nececarry to do much individual chtching to know what 
progress a child is making and what particular type 
of training he needs at a particular time. Individual 
records provide a convenient means of following the 
progress of each child. These records do not need to 'be 
lengthy and time-consuming. Any plan which requires an 
excess of time and energy will not be practical because 
valuable instruction time will have to be used to keep 
records.

Because emotional difficulties are so closely re
lated to reading difficulties it is important that the 
teacher have as thorough an understanding of each child 
as it ic possible to have under ordinary classroom con
ditions. Some emotional difficulties may be resolved by 
efforts of the teacher while others may need more speci
alized attention. At any rate it is important that the 
teacher be alert to detect any upset which may affect 
the child.

In every class there will be slew-learning 
children, children of superior mentality, and children 
of average ability. In each of these divisions there 
will be children of various chronological ages and of 
different economic and cultural backgrounds. There 
may also be children with physical, mental, and 
emotional handicaps which will interfere with their

67
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ability to learn reading. Poor health' is another 
factor which will affect a child's success in reading.

An important part of the teacher's responsi
bility is the study into the causes of any child's

i

difficulties and an attempt to remedy the causes.
At tne same time the program must be individualized 
to.allow every cnild to derive as much benefit as 
possible from the reading instruction.

The study described in this tnesis was conduc
ted in a fifth grade class consisting of thirty-nine 
children, 26 boys and 1 3  girls. The purpose of the 
study was to investigate methods and materials by wnich 
reading instruction can be individualized in an ordi
nary classroom situation.

On the basis of the Durrell-Sullivan Reading 
Achievement test given at the beginning of the study 
the class was divided into four tentative groups for 
reading instruction. Ten children receiving total 
reading ability scores between grade 2.5 and 3*^ were 
placed in Group A. Thirteen children receiving total 
reading ability scores between grade 3*5 and k .k  were 
placed in Group B. Ten children receiving total reading 
ability scores between grades ^.5 and 5»^ were placed 
in Group C, and the remaining six children who received 
scores between grades 5*5 and 6.9 were placed in Group D.
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Each group was provided with materials for the 
improvement of rate and comprehension which were graded 
at the tested level of the group. Materials and in
struction were provided for the improvement of word 
analysis and vocabulary. Frequent oral and silent 
reading tests were given informally to determine the 
progress of the groups and the individuals in the groups. 
Changes in grouping were made whenever they seemed to 
be indicated by these informal tests. Ample materials 
were provided on all levels for supplementary reading 
to investigate topics of interest and for recreational 
reading.

Careful records were kept by the children 
themselves to show their progress and to discover 
their individual needs as the program developed. The 
plan of the program allowed for much independence in 
carrying out the practice exercises. However, fre
quent checks were made by the teacher to be sure each 
child was working'at his correct reading level.

Regular developmental reading lessons were 
presented to introduce new reading skills as the chil
dren were ready for them. Review was also given on 
phonetic principles and methods of word attack. Dic
tionary and encyclopedia practice were provided regularly.



After eighteen weeks of instruction of this 
type the children were given the second form of the 
Durrell-Sullivan Reading Achievement test. The dif
ferences between the individual scores on the achieve
ment tests given in November and in April were computed 
to find tne absolute gains and losses of tne indivi
dual children on the three divisions of the tests: 
word meaning, paragraph meaning, and total reading 
ability. The absolute gains and losses were then 
compared with the expected gains as computed from the 
individual intelligence tests and the comparative gains 
and losses were determined. The "t" ratio of both the 
absolute and comparative differences were then computed 
for the class as a whole and for each of the four groups. 
In word meaning the absolute mean differences were as 
follows: for the total class, 8.7^ months with a #t" 
ratio of 7.9^ sigmas which is significant beyond the 
1$ level of confidence; for Group A, 9 .k months with 
a "t" ratio of 3*82 sigmas which is significant beyond 
the 1% level of confidence; for Group B, 9 months 
with a "t" ratio of 5«0 sigmas which is significant 
beyond the 1% level of confidence; for Group C, 7 . 7  

months with a "t" ratio of 3»37 sigmas which is signi
ficant beyong the 1% level of confidence; and for
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Group D, 7«83 months vrith a "t" ratio of 2.76 sigmas 
which is significant beyond the 5% level of confidence.

The fact that the total gain of the class and 
the gains of three out of the four groups are signi
ficant at the 1% level of confidence seems to indicate 
strongly that the method of instruction used and the 
fact that the children were working with materials which 
were within their powers to understand must have been 
important factors in bringing about these gains, in word 
meaning.

The comparative differences represent the 
number of months more or less than the expected gain 
each child made during the 18 weeks period of instruc
tion. The comparative differences in word meaning 
were as follows: for the total class,. ^.^3 months 
comparative gain with a "tB ratio of ¿J-.03 sigma.s 
which is significant beyond the 1# level of confidence; 
for Group A, 5*2 months gain, with a ”t" ratio of 2.03 

sigmas which is significant beyond the 10% level of 
confidence; for Group B, 5.53 months gain with a "t” 
ratio of .9^2 sigmas which is not significant; for .
Group C, 2.7 months with a “t" ratio of 1.19 sigmas 
which is not significant; and for Group D, 3 .6 6 months 
with a "t“ ratio of 1 . 5 0  sigmas which is not significant.

91
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The fact that these comparative gains are 
generally not significant when considered according 
to the small groups may he explained by the fact that 
some of the children in the class were working above 
their capacity at the beginning of the study. These 
cnildren were still expected to make gains in ratio 
to their I. Q. score on the individual intelligence 
test. The fact that some of the children did not 
make as much gain as expected gave them a negative 
score in comparison. These negative scores influenced 
the mean score and the “t11 ratio. The fact that 
the total class made a significant comparative gain 
seems to indicate that the program helped many of the 
pupils to work more nearly at their capacity level.

The mean absolute differences in paragraph 
meaning were as follows: for the total class, 9.^3 
months gain with .a "t" ratio of ¿¡-.81 sigmas which is 
significant beyond the 1$ level of confidence; for 
Group A, a mean absolute loss of . 3 months with a "t" 
ratio of 1.6 sigmas which is not significant; for 
for Group 0, 1 3 . 5  months gain with a ”t" ratio of 4-.90 
sigmas which is significant beyond the 1# level of 
confidence; for Group B, 12.69 months gain with a ”t" 
ratio of 2 .90 sigmas which is significant beyond the 
2fo level of confidence; and for Group D, 11.83 months
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gain with, a "t" ratio of 5*26 sigmas which is signi
ficant beyond the 1# level of confidence.

The class as a whole and each group indivi
dually except Group A made significant gains in para
graph meaning. The fact that Group A had a mean achi
evement of grade 3*0 at the beginning of the study 
may explain in part why that group did not make any 
gain. The materials for improvement of paragraph under
standing were graded from grade 3 up, so these children 
were able to use very little of the material. Conse
quently, they received very little experience in 
paragraph reading. The materials which they were able 
to read were not organized in paragraph form as readers 
below tnird grade level consist mainly of short sentences. 
The large significant gains made by the other groups 
gives as. indication that the paragraph materials are 
of much value with children who are independent enough 
to use them to best advantage.

The mean comparative differences in paragraph 
meaning were as follows: for Group A, a mean loss of 
4.6 months with a "t* ratio of 2.42 sigmas which is 
significant at the 5% level of confidence; for Group B, 
a mean gain of 8.0 months with a "t" ratio of 1.93 
sigipas which is significant beyond the 10# level of 
confidence; for Group C, 6.1 months with a “t" ratio of



1 . 6 3  sigmas which is not significant; for Group D,
3 . 0 1 months with a "t" ratio of 2 . 1 1  sigmas which is 
significant at the 10$ level of confidence; and for 
the total class;, 3-^7 months gain with a Ht" ratio of
2 .0 2 sigmas which is significant at the 5$ level of 
confidence.

The comparative differences in paragraph meaning 
show greater significance in the individual groups than 
did the comparative differences in word meaning. This 
may be partially explained by the fact that there was 
greater retardation on the November tests in the groups 
on paragraph meaning than tnere was on word meaning.
For this reason it seems logical to expect greater 
comparative gains in that division.

The mean absolute differences in total reading 
ability were as follows: for the total class 8.46 months 
gain with a "t" ratio of 7 . 1 7  sigmas which is signi
ficant beyond the 1% level of confidence; for Group A,
5 . 3  months gain with a "t" ratio of 3 . 2 1  sigmas which 
is significant beyond the 2$ level of confidence; for 
Group B, 11.0 months gain with a “t" ratio of 5*18 
sigmas which is significant beyond the 1 $ level of con
fidence; for Group C, 8.4 months gain with a "t" ratio ' 
of 5«79 sigmas which is significant beyond the 1 $ 
level of confidence; for Group D, a gain of 8.33 months
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with a "t" ratio of 4.98 sigmas which is significant 
beyond, the 3$ level of confidence.

The total reading ability score is derived from 
the average of the other two tests. The fact that the 
"t" ratios of these scores are significant beyond the 
i/o level of confidence in every group and for the total 
class seems to give a strong indication that indivi
dualization of instruction was responsible in a large 
measure for these.gains.

The mean comparative differences in total reading 
ability were as follows: for the total class, 4.07 months 
gain with a "t" ratio of 3*7 sigmas which is significant 
beyond the 1% level of confidence; for Group A, 1*0 
months with a "t" ratio of .60 sigmas which is not 
significant; for Group B, 6.53 months gain with a "t,* 

ratio of 2.74 sigmas which is significant at the 2% 

level of confidence; for Group C, 3.4 months gain with 
a nt" ratio of 2.46 sigmas which is significant beyond 
the 5% level of confidence; for Group D, 5 .0 .months 
gain with a "t" ratio of 1 . 5 1  sigmas which is not 
significant.

The significant comparative gain of the class 
as a whole in total reading ability seems to indicate 
that the program was worthwhile in bringing trie achieve
ment of the pupils nearer to their capacity in reading.
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The statistical results of this study seem to 
indicate that tne individualization of reading instruc
tion is very desirable. Observation of the children 
showed that this type of program gives greater motivation 
to improvement because everyone is given material which 
he is able to handle and no one has to be held back 
by others in the class. This improved attitude was 
particularly evident in the group which was furthest 
below grade level. These children had built up an 
attitude of defeat because they were constantly being 
confronted with learning materials beyond their com
prehension. When they were given materials of the cor
rect reading level most of them were very eager to 
cooperate. Every child was also given the experience 
of being a lead.er because each child had a turn to be 
in charge of his group. To some of these children it 
was their first opportunity to assume some responsi
bility and tne experience gave them a feeling of impor
tance which further increased their interest.

Most of the children in the class were stimu
lated by being able to keep their own records. The fact 
that there was an abundance of materials available al
lowed every child to continue working to the limits of 
his ability. While no undue pressure was exerted to 
force tne children to accomplish more they seemed to 
feel inspired to improve their own records.
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