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Chapt 8r 1 

INTRODUCTION 

Since the early 1960's, the public has been questioning 

practices of teaching reading in the public schools. Books, 

television documentaries, and magazine and newspaper articles 

have brought t he problem of poor readi ng achievement into focus. 

11 Right to Read 11 legislation and Federal Title Programs have attempted 

to solve t he problem. I n 1961, Austin and others fo und that one in 

six ch i l dr en in their study was not reading up to his potential . 
1 

Si nce that time, millions of dollars have gone into programs to 

i mp r ove reading instruction; but both the problem and the attendant 

public outrage persist . The State of California now requires candi­

dates for high school graduation to take a reading proficiency 

exami nation. The State of Tennessee ranks forty-eighth among the 

fift y st2tes in t he ability of pupils to read. 2 Locally, more than 

twenty - five percent of the students at Oakmont Elementary School in 

Dickson Count y , Tennessee, are di sabled in reading . 3 

1Austin, et al. Cited by Lawrence E. Hafner and Hayden B. 
Jollv , Patterns of Teaching Reading in the Elementary School (New 
York: The Macmillan Company, 1972), p. 189. 

2oprah Winfrey , paraphrased from a statement made during 
broadcast of WTVF Reports: Public Education in Tennessee (Nashville, 
Tennessee: WTVF Broadcasting, I nc .), February 1, 1976 . 

3
sara E. Caudill, "Number of Disabled Readers at Oakmont 

School," An Informal Survey, March , 1976 . 

1 



Educutors , accountable to the public for their fai lurG to 

t cuch chi ldren to r0ud , ar e fa ced with a v0ry s er i ous problem. The 

time h~s come to examine tl,c instructional practices which have been 

usr.d to t~uch reading in the past and to explore new and different 

strategies in reading instruction for the future. Through early 

intervention , an individualized program may greatly reduce the chance 

of children becoming disabled readers . 

STAT EMENT OF THE PROBLEM 

The purpose of t he study was to design an individualized 

rr.ading plan for fi rst graders at Oakmont Elementary School i n 

Di ckson , Tennessee . The r eading program was aimed at developing 

the following: wo r d a t tack skills and comprehension , study skills , 

and favo rable att i t udes toward reading . The curr i culum plan included 

pre- assessment, object ives, scope and sequence fo r develop ing skills 

2 

i n r eading , strategies , eva l uation, and admi nistrative procedures . 

Flexible approaches for teaching reading , using a variety of materials, 

we rP- suggested . 

DEFIN ITION OF TERMS 

The fo llowi ng terms are defined as used in this study . 

I ndivi duali zed instruction : I ndividualized instruction is an 

approach to teaching reading by fi nd ing children ' s abilities, interests, 

and needs before instruction begins. Varied mater ia ls are used, with 

emphasis upon setting individua l goals. Child r en are taught 
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in ll iv i dually or in a group , according to t heir needs ' assessment .
4 

Disabl8d r eaders: Disabled readers are the individuals who are 

achieving s i~nifi cantly below t heir capacity level for achievement, 

5 rather than mer ely be low the i r grade level. 

Proper instruct ion: Proper instruction is teaching all children 

at thei r level , pacing instruc tion so that all pupils can master mater­

ial at each level be fore going on to new and more di fficult material , 

and making available to teachers and pupils materials and methods that 

make ind2pendent, individual, se lf- instruction possible. 6 

Mul~i -basal approach: Th e multi basal approach is a progressive 

move~ent from sight words to analysi s of words . Many basal reader 

series are used on each level to expose the students to more words , 

more stories , and mo r e characters. 

Lan guage- experi ence approach : The language- experience approach 

is ui:1c11 id2as and though ts of t ho children are recorded as they state 

t l1 □m to the teacher . This approach can be used wi th an individual or 

7 
with a group . 

Directec r ead i ng-thinking activity: A dir2cted reading- thinking 

activity is when the t eacher di rects a readi ng group by means of 

4 
George D. Spache , The Teachino of Reading (Bloomington, 

Indiana : Phi Delta Kappa , I nc ., 1972), p. 79. 

5Al2n H. Robinson and Sidney J. Rauch , Guiding the Reading 
Program ( Chicago : Sc i ence Research Associates, 1965 ) , p. 57 . 

G Hafner and J olly , op. cit ., p. 190 . 

7
Russel l G. Stauffer , Directino the Reading- Thinking Process 

(No~ York : Harper and Row, 1975 ), p. 152. 
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nrovoc□tivc quest i ons tha t r equire t he ch i l dr en to i nt erpr e t and make 

i n fe r ences from wha t t hey hav ~ r ead . The teacher serves as a directing 

8 catalyst . 

Lingu i s t ics: The l ingu i stic- ori en ted l es son plan i s a s ystematic, 

sequenti al presentation of both spel l ing patter n wor ds and sight words 

involving (1 ) close attention to the cons tr ucti on of the word, (2) much 

bchuvi or on the part of the pupi l-- saying t he word , s pell ing it , not in q 

likenesses and differences among words, ( 3) reading th2 word i n sent 2n­

ces and stories, and Das ter i ng t he material a t each st ep i n the 

3 scqucnc8 . 

METHODOLOGY 

Th8 au t hor , who has spent seven year s teaching fiv e and six 

year olds in kindergarten and fi r s t grade , i s presently a remedial 

readi ng teacher a t Oakmont Schoo l , Di ckson, Tennessee . She holds a 

Mas t er of Arts i n Elementary Educa t ion wi th cer tificati on for readi ng 

specia l i zati on . Her experi ences in t he classroom and as a student of 

educa ti ona l theor y and prac t i ce enabled her to design a program of 

individua l i zed ins truct i on for prac t ical appli cation in begi nnin g 

ruadi ng. 

Th2 follo~i ng procedures we r 2 f ollowed i n conduc t i ng t he study : 

8I bid . , p. 35 . 
a 
~Hafn er a~d J olly , op. cit ., p. 82. 
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1. t\ .rr.vir.1c1 of the l i tt?ruture was, made to secure information 

p2Ttinent tg the study. 

inClilude_d: 

2,@ An individuali.zed read i ng program was designed. I.t 

B. Behauioral objecti ves based upon the Wi-sconsin 
Design of Readiqg Skills,10 

G.. Scope anc:l seqwenG~ fa·r develnping s:~ills in reading 

D. Stre:1t~g;i es use:d ir, developing pasrtiva attitudes 
toWqrd iJ?8Bding: 

E'. Gt"rategies u~ed in beginnin,g reading 

F. Evaluation techniques 

3. Aaminist11c1tive :proc.edores were outlined. 

It h.as been determined ttlat aver twenty-five perc·ent 

nf t h~ s.tu:.:le_nts a.t Oakmont Scnao1,, {)itkson, Tennessee, ars disabled 

1:"2ur!r.rs, (Sm~ page 1.) Cur,Fi:mtly, remiing authori ti.es vie.w individ-' 

ut1 H:zed .reading: as t he approach. that will .he.lp prevent .disable.d readers. 

Tnore.fbre, the ,nuthor planned an individualized program .1 11 the hope of 

nvercoming or prev,en.ting ·children from becoming dis_abJed readers in 

fi:rs.t, grade at Oakmont Schmal. 

18wayne Otto anti Eunlc"'e Askov, Report fTom. Project 284 ,· 
Ui 'Sconsin Researr;:.h and Development, Genter for Gogni tive Learning 
(M□rlison, Wisconsb ::. The Univer:aitv of' Wisconsin, 1970). Cited by 
}-{afn~r and Jol ly , op. ,c i t., pp. 31'3-334. 



Howeve.r, the auttio.r us·ao the :11ec0Tm1endattorrs of' 

t-q impro□ve skilLs arrci att-ii.tude-s :tGJM3.rr;i Tead\ ng,., 

Jf;lqse who say that the li.r,g_ulstic approach to begir:ir:ririg :reading 

i s the be~,if:; ftn~ chl l d:ran a1:"cE1 ~ .. s rauitv· ili thait- tbi11ldng as tttose Who 

oµ,pose it in ravor of the sight metho.d. 1:2 Ex:tendl 111.g this idea ·ta the 

prrsnl iv·oad:ing. appmmch ve:vsus· t tm :language-axpert1mce api:moach i" qne, ;i::an 
' . ' . . 

same .cin'lldran., Wh'i-1.e t.:JnSati.sfactgty for rathe~ students,. Rather than one 

experi eJ1Ee, Dr si.gh± rnetho.a., by se.lec:ting 'mat:eria1s atcordiag to needs .• 



Ct1aptur 2 

REVIEW OF RELATED LITERATURE 

One of th e roles of t he schoo l s ystem is to help each child to 

ccvclop his pot2ntial to what ever degree hi s abilities permit. For 

too long, educators have tenaciously held to the premise that all 

children should be taugh t th e same thing at the same time, and in the 

same manner , because they are in the same grade and are approximately 

t he same chronological age . It is presumed that when a child reaches 

a point of ac3demic readi ness, he can proceed in normal fashion at 

normal speed . However, with the present acceleration of the first 

s raJ e levGl , ma ny children are presented with tasks for which they are 

11(1t r ccJdy am1 , cons equently, cx p8riE:nc rJ failure at a very early alJe . 

MEETI NG INDIVIDlJll.L DIFFERENCES 

Research has shown conclusively that children differ widely in 

capacity to learn and i n other basic characteristics. 1 Teachers today 

are better informed than a generation ago i n regard to t he need for 

m~2t in g individual differ ences in children's rate of learning . They 

know that chi ldren of the same chronological age differ in as many ways 

1charles W. Harris, ed . "I nd ividual Differences and Grouping , 11 

Encyclopedia of Educa tional Research , 3rd ed . ( New York : The Macmillan 
Company , 1960 ), p . 1118 . 

7 
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□s c.□ri. ho tnt:dn1:u·1"11J.
2 

T:he pro1111;1rn ,nr .ar:!J:irrt:i.~!J i nst~11~ti0n: iFT .1;;eacting 

trn. me.et the i\tlid8i 'Vflr,i~tLon amoijg· ,'1:J11ldxen of the s.a_rne· age, ls. probabu)y, 

i}].g, most diffic1{1t pi.ob'lem the te..ai::her has to face,.J Of' p;time iconc:ern 

heJp c.hildFen dcveJ□p r,eaccti np inf;·~res·t~· ianci: i:!.blli.t,ie-~h pre\l~nt ~eadlng, 

iiifif:ioc;; ultites,, m,d .a:i:tt in dira8nO?':irm a]i□ ;corr·ecf;ing, prp,Qlems lllh.ich do 

•I+ 
CJQC:1!.U' • 

have \tms insight anrl t hs t:tme to: be□Eime: ,aware. of eac:"11 _puptl~? abiUties; 

dif'r.ic.ul,Mes:,, 1aod needs :befm:e sk:Llifo1l :inciiyidl!!aJ h~lp can, ,!]e AJ'□Vi'rn~d. 5 

Ip her 1'D-r i teria for, a So.und Fleacl1ng ,Ftr1D . .911am in ·the Elementary 

2Willi an J: .. 'Dm!ds, '"Hi ghlights f:rom tho History .0f Head\ng 
'Instruct.inn,. 11 lht3 Rcas tt,:B T,eaeher, X:.~I :(Odcer:ttoe1\ , 19Eitr) '" p. 278., 

YA'rthur :I ,~ Ga'tHS', 111J;.ndtvidual Di f fereTlEes ,,h ,leactdno Head.ing 
(tucsbin~ton 1 D.,t ,. : ~Jat !Lanal Edr,!lati oM Asaaciiatiori1'1 Feb:ruary i; 1135B.h 
tr. 11. 

&Seor,rJS?· :S,h.8:tJhfftd , 11H~adir,g Rasearoh and 't.he I tJd.1.,vidUgl; Child, ''11 

Tfffo R~ad:irig leaot,:er 11 ~XI' (January, 19te);, p. J)S., 
,-
«?Gat12s ., ;cp_. Gtt ., p. ·11 •. 
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rncJkin1_1 adequilte ar1justmrmts to the tuidel y di Fferent reading needs of 

7 
the fHJJlil 8 . Educntorn nm!t1 t.n a~cr~rt;iin whP.thr.r or not this cri trJrion 

is being met with the instructional practices in use. It is generally 

accr)pted that proper instruction can raise a child's level of reading 

achievement. 

PRACTICES IN READING INSTRUCTION 

Much has been said and written in recent years about meeting 

th8 needs of learners. However, Rouch and others found that the 

following has been true in many classrooms: 

••• reading instruction has consisted primarily of 
taking either the whole class or groups of children through 
the basal reader found at that particular grade level, 
irrespective of the needs of individual learners. The 
major objective seems to have been to proceed from the front 
to the back of the book ••• In other words, the emphasis 
has been on teaching books, rather than children. 8 

Durkin observed, also, in visiting classrooms over the last 

ten years, that whole-class instruction was very corrmon. She stated 

that teachers followed the suggestions in a basal manual as if they 

wer~ divinely inspired and right for every child. 9 

Olives. Niles proposed that a solid, well-planned curriculum 

7Gertrude Whipple, cited by H. Alan Robinson and Sidney J. 
Rauch, Guiding the Reading Program (Chicago: Science Research 
Associates, Inc., 1965), p. 77. 

8Roger L. Rouch, Joyce Frink Chandler, and Lloyd C. Fleetwood, 
"Teaching Books or Teaching Children?" Language Arts, LVI (September, 
1975), p. 790. 

9Delores Durkin, "After Ten Years: Where Are We Now in 
Reading?" The Reading Teacher, XXVIII (December, 1974), p. 264. 



was vita l to th2 success of a r eading program; but Niles found that 

the only reading curriculum in many schools was t he basal niading 

series . rJi lcs pointed out that while many of these books were well 

thought out and carefully written, they did not serve as a good 

curriculum but were mere l y t he t ools through which it could be 

. 1 d 1Cl imp E:!mente. 

10 

Durkin observed that schools today still use the practice 

common a decade ago of grouping pup i ls according to reading achieve­

ment leve ls in order to achieve some individualization . However, 

Qroup i ng in many of the schools wh i ch Durkin visited was so inflexible 

that sl1e was forced to concu r with a statement by Austin and Morrison 

in t heir book, The First R (1%3) : "Once a blue j ay, always a blue 

jay . 1111 In t he same ve in, Gary R. Peterson observed that ability­

grouped basQJ. readinQ instruction appeared to stigmatize publicly the 

slow or disab l ed r eader . 12 

I n he r obs~rvation , Durkin f ound that advanced r eaders suffered 

o l ack of challenginQ mQterial in t he basal program and were often given 

l~rger quantities of the same activi ti es than slower readers . 
13 

1°Kenncth S. Goo dman cJnd Olive S. Nil es, "Schoo l Programs: The 
N2cessQry Conditions ," l~ead ing Process and Program (Urbana , Illinois : 
NcJtioncJ l Co~r.cil of Teachers of Engli s h , 1970 ), p. 48 . 

11 Mary C. Austin and Col eman Morri s on , cited by Delores Durkin , 
loc. c i t . 

12 Gary R. Peterson , "A Compleb~ Guide t o Individualized 
ReadimJ,'' Teacher , XCII (September, 1974) , p. 85. 

13 . 
Du rk in , loc . ci t . 



11 

BASAL READING PROGRAM 

The basal read er series offers a planned s equential development 

of b3sic read ing skills through varied r eading material. Unlike the 

l□n guagc expBrience approach , whi ch demands much preparation by the 

t2 □ cher to select an~ sequence the reading skills, t he basal approach 

gives to the teacher a sequencing of r eading s kills so that by usinQ the 

teacher' s manual for guidance and ideas , one can prepare and create 

activities to re inforce learning. The newer basal programs , both 

illteresting and well done , give variety i n reading material and are 

moving toward more multi-ethnic selections with material written for 

culturally disadvantaged city children.
14 

Schoo l s using basal readers need not stick to just one series, 

but shou l d pu r chase s8vera l different basal series materials on the same 

l~vel . This allows a ct, ild to read more books on the same level , thus 

exposing him to more words , more stori es, and more characters. In 

us ing the multi-basal approach, Carol Kidder found not only that this 

was true, but her students acquired more sight vocabulary and reading 

strategies. Of fering more chances for story appeal at the child's 

reading level resulted in reinforced reading skills and increased 

15 
readin g by s tudents. 

14Rosaland M. Ashley , Successful Techniques for Teaching 
Elementary Arts ( New York : Parker Publishing Company, Inc., 1970), 
p. 194 . 

15carol L. Ki dder , "Choosi ng a Basal Reading Program , " The 
R2adin g Teacher, XVXI X (Oc tober, 1975 ), pp . 39-41. 
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How~v2r, t he basal approach lends i t se lf towa r d group work with 

students through oral reading an d respond i ng i n f r on t of peers rather 

than on a one-to-one basis with the teacher. When the standard three 

reading groups are seen in a c lassroom, specifi c r ead i ng skills are 

often neglected . Students ma y be in a group too high or too l ow for 

them. Wh2n t his grouping has taken place , a student may never be moved 

from the or i gi nal group. Unless the teache r can so i ndi vi dua l ize the 

basal program that s he can have individual conferences with the students, 

the l ac k of mobilit y will result in movemen t f ur ther away from the goal 

of meeting individual skill needs . 

Besides this defi ci enc y of s pecifi c s kill r equir ements, other 

facto rs ar e lacki ng i n t he basal approach . Readi ng in other subject 

matter f ield s is not a i ded . The ability t o sur vey materials to deter­

min 2 the ir general nature , to be f l exib l e in r eadi ng rates due to 

con tent , to handl e gr aphic and i l lustrat i ve materials, to use the 

library and basic references pecul i ar to each f ie l d , t o gain skill in 

16 note taking and outlining ar e a few factor s wh ich ar e neg lected . I n 

ti::.s a r ti cle on "Individualizing a Basa l Reader," Ronald Bruton gave a 

list of missing featL,re s of the basa l appr oach , which included behavioral 

objectives , di agnostic tests , appropri ate r2 ading ma t erials t hat reveal 

skill needs , charting or r ecord keep ing sys tem , and a format that 

' . t d . t t . 17 
facilita ted individualized ass1gnmen s an 1n erac 10n . 

1S Geor ge D. Spache , The Teachi nq of Re ading ( Bloomington , I nd iana: 
Phi Delta Kappa , I nc ., 1972 ), pp . 119- 124 . 

17Ro na ld ~ . Br uton , "I ndividualizing a Basal Reader," The Readi ng 
Teacher, XXVI ( October, 1~72), p. 59 . 
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INDIVI DUALI ZED READ I NG I NSTRUCTION 

I f the preceding observutions by authoriti es in differ ent parts 

of th~ country rega rd ing t he us e of t he basal reade r can be accepted as 

ind icators of a national pattern, t hen basal readers and the teachers 

who use them may be s uspected as contributors to the cur r ent read ing 

r rob lem. The probl em oF poor reading achievement has exi sted for over 

a decade without change; yet the same methods and ma t er i a l s continue t o 

be employed by t eachers, despite the continuing problem. Si mple logic 

dic tates that these methods and materials mu s t be changed i n order t o 

at tack the problem. 

An al ternat i ve to basal r eaders is individualized i nstruction, 

whicti Durkin de f i ned as teachi ng what children are ready t o l earn and 

18 moving them out as quickl y as they are abl e to learn. Because all 

pupils will not be ready to learn a given concept at the same time, 

sucf 1 pupil must be t augh t at his l eve l according to hi s needs. By using 

i ndividua l ized i ns tructi on , then , it is pos s i bl e to meet Whipple's 

criterion. (See paragraph 3 , page 8 .) 

Betts s tated t hat individualized reading i s independent readi ng 

pl us sk i l l development . It i s ind i vidualized teaching t o s upport learn-

. d . . d l 19 
ing , whi ch has a l wa ys been 1n 1v1 ua . The teacher must arrange, t hen, 

to rn2et st~dents in ind ividual conferences. I n thi s one-to-one contact , 

18D k. ur 1n, op. cit. , p. 263 . 

19Ernmett A. Be t ts, "Wh at Is Indi vi dualized Reading?" The Reading 
Teacher , XX VI (April , 1973 ), p. 678 . 



'fhn s i.mdcn t :e:.an: rern:'l f :qr' tl!n t J'.!<1J~hnr, dJscuss (:ll' □blems .; make. plans., 

end. Fi □ utag 11 m_arki ng the 1studen:t as, slaw,,, r emedfal ,, o.r •"filunmy" becausn 

.o'f ·spec-iai he l p 37eed_E!d/m 

Wheeler rapart.ed t t,a.t: :self ... se1ec.t i on, seJ.f:..~aci ng , en.d. 
" 

ln:tr'.ins i 'C -rr1Qt :ivatJ cm wg~e t::h~ve1tiJ,rn.d in :aJt lndii\Jit:tuali.zed app:roac"h. 
21 

Patersm1 J:tointed but t hat :th e g;lft.ern reader j;_n an 1ndivi.dualizerl 

µ rn~tram pria,gresses a,t his awn pai;::e~ He alscl ,st.a1;•ed tt:iat ttie indi­

\1.irlual i zed appruacrn d_Ji,d not stlgmat.ize publiJ;ly the: slow or disabled 

.rcad.s~ •• ·
22 

It I:111pws the: m~e of :a mult0i tude of materl als. 
Th e teaehHr i by ustng, hi s profesS.iconal jutlgt:neot, CEfn 
:assess, and help t,i s .students to the best of avaJ ],able 
t ime, ·and: materials.. for the student,, fiDStly ,. he i 1s 
ati1e t 1:1 work 'i n s ki lls ere.as that are pe.bsonan,v 
FJ efJ.e$$at y •. • • SecGJr,,dly, Pb:jec;.t~ves are short-term 
••• ,an□ at-tain ment a,f th.ese otJ:jecti\les i S: highly 
,visi l;lile~ t frr i i-dly , 'the student i s ll.fOrking at hts Pl.Lin: 
l evel and1 sps,gct:, in CGJTJ1Pe;ti tton wi'.th hfmse.1r only-. 
fl rig l-1~, th!:: ~~~cle.nt i s l_~a•r ~ing habit 's ;of indepentl~ne:e_2:3 
and re_sp0As1lt1 l1ty tha.t •are. ,1r,v;;3:luable th:r:oughqut hf~. 

2°Kay Trus:t\h 1'Pr.t ncipJ es of Learning .and lnnividuali zed 
Rsarliiri g , 0 Th·e: Reaminq Teache'r, ~~iV (Ma,y, 1911', pp. 73~□~?J-2.1 

21taan H. Uft,eel eir, :,•New Ways :with lndl~.!dualized Reading,." 
,Elementat y . [r;re:il,i s t;i • L (Mar.oh_, 19:?:}i), ,P. t+Z5. 

22Perte:r .scm, l ac . cit. 

23:Rw ~h µ. Elarter:i, "•fin ifndh:dduallzed Pr.ograttrne-A 'Practical 
A\pproal':h , n <Reading Tmprnvement (ta~n't'er~,. '19?"3), p. 7\32" 
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STUDI ES ON INDIVIDU/\LIZ ED INSTRUCTI ON 

The f'i m:il de t ermi ner of t '7 8 advi sabil i ty of i mplementing any 

new program must be a~thor i tative, clinical proof that the new program 

is superior t o the old. In 1972, a program of individualized instruction 

and a basal reading program were compared in fift y-six Warren Township, 

Illinois, clas s rooms. Aft er one year, researchers found that children 

i n grades one and two maintained comparable growth in either program, 

each group recording an average gain of th i rteen months i n reading 

achievement. However, in grades three and four, the achievement of the 

I · 1 1 • th b l d d · · f · tl 24 
c11 c ren 1n e as □ program r oppc s 1gn1 1can y. An earlier study, 

i n 1967 , comrar ed i ndi vidua l i zed reading with a basal reading program. 

From the data and observa t ions made duri ng t hi s s tudy, the following 

impli ca tions i n favor of i ndi vi dual i zed i nstruction were drawn. 

1. An indi vi dualized i ntensive phonetic program aids 
r eading more effectively t han t he less formal, 
more wi dely s paced, basal reader phon i cs. 

2. The program wh i ch adjusts to individual progress 
in the s ub- ski lls by teaching to the poi nt of 
weakness pr ovides more effective learning than 
group ana l ysis techniques. 

3. I ndividual ized r eading is more e f f ective than the 
basa l method s ince pupils may progress at their 
own maste r y. 

4 . I ndividuali zed stor y readi ng provides i ndependent 
app l i cat ion of skills and promotes interest in 
read ing . 

24 Rouch , op. c i t., p. 792. 



'.-'.. Th:: t2rn:hr~r-purii1 confer,;:mce is □ valuable. 
t~crniquD for arljusting instruction to the 
indiuidual learning neBds. 

G. Pr 1pi1-tcarn learni;ig acti vHies develop 
eff2ctive learning results when team-mates 
ch~n~e often, varying from pairs with equal 
ab1l1ty to teams of unequal ability. 

7. Writing and spelling skills are effectively 
developed in the individualized reading 
program. 

8. The individualized reading program serves 
ability levels effectively. 

9.. Bovs and girls are served equally well by 
the individualized reading method.25 
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Individualized reading was compared to ability grouping. Vite 

( 1962) .reported that of seven contr.olled studies~ four showed results 
, 

favor i ng individualized reading, while three obtained results in favor 

. 25 of arm1rnng. 

In oth::?r research reports on using individualized reading in 

variotJS grades and schools, the researchers brought out the point that 

attitudes changed in favor of reading, although achievement scores 

T□m□inDd equal or slightly higher than those obtained by students not 

in the individualized program. In a research project reported by Charles 

Hill and Kathleen Methot, first graders were moved from a prograrrmed 

approt1ch (Sullivan) to individualized reading. Six conditions dictated 

thR prograD. There was a classroom environment of openness, silent or 

25ooris u. Spencer, ''Individualized Versus a Basal Program in 
Rural Communities," The Reading Teacher, XXI (December, 1967), p. 17. 

2Grren□ I_J. Vite, "Individualized Reading--the Scoreboard an 
Control Stud! es,'' Education (1961), pp. 289-299, cited by Robert Kerlin, 
11 R□s8arch Results and Classroom Practices," The Reading Teacher, XXI 
(Dec2~b2r, 1967), p. 215. 



riu ic t r c iJ cJ j ng , in □ t ri 1ct i oncJl gu Lr1ancc , book talks und conferences, 

□ k ill deve lopment , uninte rrupted SL1 St i::li ned silent reading , record 

keeping , und evi::l luution . RP.s ults of the ind ividuali zed reading 

approach indi cated that s tudent s were using decoding skills, writing 

about books, and liking reading . 27 Kay Trusty , McGuffey Laboratory 

School of Miami University , r epor t ed that after five years of indi­

vidualiz ed r eading wi t h youn g learners, she had chi ldren to score 

□ 3tisfactorily on achievement tests or to score better than students 

i n mor e traditi onal approa ches. She also found that her students 
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read more books, enj oyed reading , read more at home, and chose reading 

as a favo r ite sub ject and fr ee activity. 28 

If these f avorable attitudes toward reading are to be 

fostered, then the app~oach which can incorporate the varied 

approaches,and thus reach the varied needs of children in the 

classroom, should be used . In the opinion of the author, the in­

dividualizEd reading approach is that approach . 

SUM'-'lARY 

The criteria for a sound reading program in the elementary 

schoo l was defi ned as one which provided varied instruction and flex­

i ble requirements as a means of making adequate ad j ustment to the widely 

27charles H. Hill and Kathleen Methot, 11 Making an Important 
Trr:msi tion, 11 Elementary English , LI (September, 1974), pp. 842-845 . 

28 6 Tr usty, op. cit ., pp . 735- 73 . 
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dif f 8~ont re□di nQ needs of t he pupils. It was f ound that i nstructional 

prac t i~es i n use do not meot th i s cr i t erion . The basal reading s er ies 

was found to be t he approach used most often t o teach chi l dren to read. 

The authori t i2s who made contribut i ons in fav or of indivi dua l ­

ized r2 adi ng i nstruct i on di d not adv ocate t he abandonment of t he basal 

read or . On the contrary , the basal r eader was s hown to be a useful and 

versat ile too l when it was includ ed in an overa l l plan of reading in­

struction geared to the needs, in terests, and abilities of the pupils 

concer ned. For the majori t y of t he s t udents, the basa l appr oach pro­

vi ded a fo undation for beginn i ng reading ; but nowhere did t he l i terature 

state tha t teachers were to do noth ing more. Definitely , Bruton's l ist 

of what was l acking fr om the basa l ( page 12 ) has s hown the need to turn 

to i ndividua l i zed readin g as t he best appr oach fo r fi rs t graders . 



AN I NDIVI DUALI ZED READ ING PLAN 

FOR FI RST GRA DERS AT OAKMONT SCHOOL 

An individua l i zed r Gading plan was de s i gned f or first grad ers 

at Oakmon t School ~nan e ffort to prevent disabled r eaders. The reading 

program was □ i med a t devel op ing t h2 followin g ar eas : word attack sk i lls 

and compr ehen s i on , s tudy sk i ll s , and favorable att i t udes toward r eadin g. 

Tho cur ricu l um pl an includ ed pr e- assessment , obj ectives, scope and 

s oqucnce for deve l op ing s kil ls in r eading , s t rat egies, eva l uati on , and 

o mi nist r oti vc procedur es . Flex i bl ~ a~pro aches f or t eachi ng r eading , 

usino o va r i et y of mat er i als , wer e s ugQested . 

PRE- ASSESSMENT TECHNI QUES 

I n te s ting f or reading r eadi ness, at ention will be given t o 

mental age , ph ysica l factors , s oc i a l and emotional fa ctors, and 

cduc~tiona l factors . 

Metrocol i tan Readiness Tes t 

Ttie Met r □ iJO li t ,:n Re ad iness Test , whi ch provi des re liable and 

1 
valid da ta on r eadiness , wil l be gi ven to e □ c h s tudent i n t he firs t grade . 

1Harry Singe r , ''Met r opoli t an Read i ness Test ,'' The Seven t h Mental 
Measurements Ye arboo k , ed . by Oscar Kr isen Buras (Hi ghland Park , New 
J er s ey : The Gr yphon Press, 1972 ), p. 758 . 
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Sl.□ssm, I rrteTHqeoc;;;e Test 

The .5lossQli1 I:n:telli0,en:ce '!'est lilill b~ ·gfarnrn fa::i eacfr child ta 

,get ,lfll est trnateJ or the, cM:iJd •s i:rqt~nt-ta1. Thi :s test was v,ecomrnended by 

~lr'• Ha:yGJen .Jt'.l11y ~ Dickson Gbll.flty re:atH.ng ,consuJ.tant ,, because .af t:ha 

Tnf,c:irma'l auditory discrimination .and viSlJgl dis.r=r.imJnatim1 tests 

w,jJll hn g:famfi! ta ~ach student as .a scre_enh1g device to know. what furtnel' 

i nf'rormation ;i;s , 11880813: to plar:i th_e .curricu.lumi mflte, Brfec:tlvely ta meet 

Par:-,ent Interview 

Each parent .wilJ: b:e tnter.viewed end asked p,~11tl nent guest.ions 

abaut his i:fri td' s ·inte11-est,s, strengths, ·an□ weaknesses (Appendi~ M .• 

Cumulative Ret:ords 

i n an: lB f fi0rt t o f iifid wh!:lre :each n::hiltI has, ip_:ragres5ed in r.ead.lness f 1or 

Tna 1;~e$vlte :or 'thes.e ·t13.sts ., reco-rds,, and int.erviaws will be used 

tu gu i ck~ t.he, teac::herj in proper instr:tic.Uon f'or each cMild. The studeF1ts 

l;:Jt,o ,sc□te t mo ~tandard ttev :tatl □TJS ,above tfte norm ('1:30)'. on the CSlosscn 
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Read i n8ss Test will be referred to be mai nstreamed in the gifted class . 

Tr os2 students w~o score two standa rd devia tions below the norm ( 90 ) on 

t t1 □ Slosson Intelli gence Test and/or below the fortieth percentile on 

t ~c Metropo litan Readinoss Test will be observed closely t o detect the 

l earning problem. If, after much ins truct ional gui dance on the child 's 

lr.vel, the chi l ~ doc s not pr o~r ess , t he s chool coun selor wil l be asked 

t o h □ lp t he teacher plan a program to fit the child 's needs . 

SEHA VIDRAL OBJECTIVES 

Follow:'..ng is an outline of reading skil.l :; ~me behavioral objec-

i 11 cs fo r be~ innin ~ r eading . The object iv:Js are 2imed at developing 

ti1o r rl ~JttcJck :,ki ll s , c□m[7 r Dh8nsi on skill s , ;::ind study s kills . These 

o'. 1jc::ctiv~s :.ucrc p:Jttcrncd ofte r t h8 L:Jisconsin De:::;i[Jn for Reading Skill 

I. 

R2tionule and Guid e lin8s. 2 

luorc At tc::i ck 

1. L :'..st □ ns for rhymi ng elBments 

a . Th8 child is abl e t o tell when two wo rds pronounced 
by the teacher and/or the names of two objects rlo 
and do ~ot rh yme . 

2wa1,ne Otto and Eunic8 Askov , Report from Project 204, Wisconsin 
f~,~ s~urch ar c: , D:;velo~m::::nt Cente r fo:: Cognitive Learn i ng (Madison, Wiscon­
s i r1: U:1i vcrsi tv of I..J isconsin , 1970 ), cited i n Lawrenc8 E. Hafner and 
H2yd2n □ . J cllv , Patt2rns of Teaching Reading in t he Elementary School 
U J21JJ York : Tt.,~ r-lc1cnil ! an Cor.1panv , 1S72 ), pp . 3 19- 329 . 



L1 . H1e chil cJ is □b le to pi ck out t he rhymi ng words 
in t raditionul verses and nonsense verses r ead 
by t he t e □ che r . Th2 child is able to supply t he 
missing word in a r hyming verse r ead by t he 
teacher . 

2 . Noti ces l i kenesses and di ffer ences 
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a . The ~h i l d is able to match key shapes with shapes 
that are i dentical in terms of form and ori entation. 

b. The chi l d is ab le t o pi ck t he letter--upper or 
lower case--or number in a seri es that i s identi ca l 
to a key number or letter . 

c . The chi ld is abl e to pick the word or phras e in 
s er ies t ha t is iden t ical to a key word or phrase . 

3. Di s ti ngu ishes colors 

□ • The ch ild is abl e to i dent ify color s named by t he 
t each2r . 

4 . Li stens for init i al con5onant sounds 

a . Gi ven two common words pronounced by t he teacher, 
t he chi l d is able to tell when the words do and do 
not beg i n ali ke . 

Leve l 8 

1. Has a s ight vocabular y of 50- 100 words 

a . The child is able to recognize the first 92 words 
of t he Kucera-Franc i s l i st . (See page 28.) 

2. Follows le f t - to- ~igh t sequence 

a . The child re□cts to number , le t te r , or word stimuli 
i n a left - to- r igh t s equence . 

3 . Has phoni c- ana l ysis skil l s 

a . Consonant sounds 

(1) Beginn i ng 

( a) Given t wo com~on words pronounced by t he 
teacher , t he chi ld i s able to tell when 
t he word or words begin alike . 
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(b) Given a real or nonsense word pronounced 
by the teacher, the child is able to give 
the letter that makes the initial sound. 

(c) Given a word pronounced by the teacher, 
the ~hild is able to give another word 
that begins with the same sound. 

(2) Ending 

(a) Given two corrrnon words pronounced by the 
teacher, the child is able to tell when 
the words do and do not end alike. 

(b) Given a word pronounced by the teacher, 
the child is able to give the letter that 
makes the ending sound. 

b. Consonant blends 

(1) When directed to listen for the first two sounds 
in a real or nonsense word pronounced by the 
teacher, the child is able to identify words 
that begin with the same two sounds and identi ­
fy the two letters that make the initial sounds. 

(2) The child is able to pronounce real and nonsense 
words that begin with the following blends: £!., 
~,~1 g,fl, cl, bl,~. 

c. Rhyming elements 

(1) Given a word pronounced by the teacher, the 
child is able to give a rhyming word. 

d. Short vowels 

(1) The child is able to give the sound and letter 
name of the vowel in single syllable words with 
a single short vowel sound. 

e. Simple consonant digraphs 

(1) The child is able to identify simple two­
consonant combinations--ch, !b,, sh--that result 
in a single new sound. 

4. Has structural analysis skills. 



a . Compound words 

( 1) The child is able to identify compound words 
and to specify the elements of a compound 
word . 

b. Cont ract ions 

(1) The child is able to identify simple contrac­
tions and use them correc tly in sentences. 

c. Base words and endings 

(1) The child is able to identify the root word in 
known inflected words . 

d . Plurals 

(1) The child is able to tell when known words-­
essentially noun plus~ forms--are singular or 
plural . 

e. Possessive forms 

(1) Th e child is able to identify the possessive 
forms of nouns in context . 

II. Comprehension 

Level A 

1. Develops listening skills 

a . Th e child is able to demonstrate active partici ­
pation in classroom listening situations . 

b. Th e child is able to rem2mber sufficient details 
fr om an oral presentation . 

2. I ncreases vocabulary t hrough listening 

a. The ch ild begins to use new words learned in school 
in his own spoken l anguage . 

3. Can rel ate details to each other to construct a story 

a . The child is able to relate details to each other 
t o construct a story . 

4. Ant ic~pates outcome of stories . 
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a . Given a picture of an event , the child is able 
to S8lect an appropr iate outcome from two 
pictured choices. 

b. Giv8n the facts essential for the beginning of 
a story line , t h8 child is able to project 
rel evant outcomes. 

5 . Interprets pictures critically 

a. The child i s able to point out incongruities in 
pictures and to pick out pictures with incon­
gruous details. 

6 . Can identify main characters in a story 

a. The child is uble to name and describe up to 
four main characters in a story told by the 
teacher. 

Level 8 

1. Uses picture and context c lues 

a. Pi cture clues 

(1) The child is able to use picture clues in 
drawing conclusions and answering questions . 

b. Context clues 

(1) The chi ld is able to use context clues in 
drawing conclusions and answering questions . 

2. Is able to gain meaning from: 

a. Words 

(1) The chi l d demonstrates his understanding 
of individual words in connected text by 
r espond i ng correctly to specific questions 
with a single word foc us . 

b. Sentences 

(1) The child demonstrat es hi s understanding 
of specific sentences by responding cor­
r ectly to specific questions regarding 
the literal content of single sentences . 
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c. Whole selections 

(1) The child demonstrates his understanding 
of a coherent passage of connected text 
by responding correctly to questions re­
garding literal meaning and appropriately 
to questions regarding implied meaning. 

3. Uses punctuation as a guide to meaning 

a. The child demonstrates his attention to punctu­
ation at the ends of sentences and punctuation 
of dialogue through his oral reading of famil­
iar sentences. 

III. Study Skills 

Level A 

1. Follows simple directions 

a. The child is able to perform the actions in 
simple one- and two-stage directions. 

2. Demonstrates elementary work habits 

a. Shows independence in work 

(1) The child shows independence in his 
assigned work by asking questions that 
are necessary for clarification of the 
task, now asking attention-seeking 
questions once the task is clear, and 
keeping the necessary tools at hand. 

b. Accepts responsibility for completion and 
quality of work 

(1) The child shows acceptance of responsibil­
ity for completion and quality of work by 
making a reasonable effort to do neat work 
and pacing himself to complete a task 
acceptably in allotted time. 

3. Shows development of motor coordination 

a. The child is able to make a legible copy of 
given manuscript writings. 
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Level 8 

1. Follows di r ec tions 

a. Follows oral directions given t o a group 

(1) The ch ild is able to perform the actions 
i n two-stage directions that require some 
judgment when the directions are admin­
istered to a group. 

b. Follows oral directions given individually 

(1) The child is able to perform the actions 
in two-stage directions that require some 
judgment when the directions are given 
di~ectly to him. 

c . Follows written directions 

(1) The child is able to perform independently 
and sequentially th8 actions called for in 
a series of fo ur to six written dir~ctions . 

2. Has adequate work habits 

a . The child shows independence and acceptance of 
responsibili t y by asking only the questions 
that are necessary for clarification of a task , 
keeping the materials required to complete a 
task available and organized, showing an aware­
ness of the standards of neatness and general 
qual ity in assigned work, and pacing himself to 
complete assigned tasks in sequential order . 

3. Recogniz~s organization of ideas i n sequential 
order 

a . The ch i l d is able to recogni ze sequential 
relationships among two or three ideas . 

4. Begins to make judgments and draw conclusions 

a . Given a series of four to six related facts , 
the child i s able to respond correctly to 
questions requiring tha t he make judgments 
and draw conclus ions on t he basis of the 
fac ts presented . 



28 

5. Uses table of contents 

iJ . The chi l d is able to r espond to appropriate 
questi ons wi th infor mation gained from the 
tables of contents of firs t-grade books . 

The 100 Most Frequent ~ord s in t he Kucera-Francis Study 3 

The list below prov ides specific words in order to meet the 

behavioral objective on page 22 (Level a, item 1, a) . Thi s is monitored 

in Ap pendix C, page 57 . 

1. the 21 . t his 41 . we 61 . can 81 . man 
2. of 22 . had 42 . him 62. only 82 . me 
3. cJnd 23 . not 43 . ceen 63 • . other 83 . even 

4 . to 24 . are 44 . has 64 . new 84 . most 

5. a 25 . but 45 . when 65 . some 85 . made 

G. t ~at 26 . fr om 46 . wh o 66 . could 86 . after 

7. in 27 . or 47 . will 67. time 87 . also 

0 . i::, 28 . have 48 . more 68 . these 88 . did 

J . was 29 . an 49 . no 69 . two 89 . many 

10 . he 30 . they 50 . if 70 . may 90 . before 

11. for 31 . which 51. out 71 . then 91 . must 

12 . it 32 . one 52 . so 72 . do 92. through 

13. with 33 . you 53 . ScJi d 73. first 93 . back 

1/f. iJS 34 . were 54 . what 71~ . any 94 . years 

1 '.J . hi s 35 . her 55 . up 75 . my CJ5 . where 

1G. Oil 3G. all 56 . its 76 . now 96 . much 

17 . t: eo 37 . sh2 57 . about 77 . Sl.! Ch 97 . your 

1r . 2t 38 . tllere 5E1i. into 78 . like 98 . way 

1:J . t.Jy YJ . wo ul d 59 . t han 79 . our 99 . well 

2n. I 40 . thr,ir so . them 80 . over 100 . down 

3H. KucercJ and w. N. Francis , Computational Ana lysis of Pr2sent­
~cJ y AnP.r i can En~ l ish ( Prov i dence : Brown Universi t y Press , 1967 ) , ci t ed 
~y Hafner and J oll y , op . cit ., p. 321 . 
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SCOPE AND SEQUEm{;E FOR DEVELOPING SKI LLS IN ElEADJ:NG 

Tk :-: author ctios-e "t o □utHne tbe sk i. l ls in the, sequential order 

tt, rough iuhi ch t lrmy -ar.e -m:rrmally prem~nted in a deve1opmental r ,eading 

program bc:1sed oo t he W:t.s·~.dnsin QesJ g11 of Behavi'□ ral ObJ ectiv,es. ('See 

pages ,21- '.28. ') 'These skills are monitored by the device shown in Appendix 

C, page 57.. Afte:r the ~hild has acqui red the perceptual skills, he. is 

'f:Badv. far form.al r eading tiristruction. Word attack and comprehension 

ski 11s axe taught s '.imul taneously.. Tt'l ro-ugh word confi -guration, t'h~ child 

,bu i l ds a. si ,ght vocabulary. Pt:,oni c anal ysis i s taught in a functisnal 

setting that is meaningful to the c_hild. Context clues are in troduced 

□s t he J:hil'd beg;i t1 s t□i csmprehen_d me-an i n,gs. Use of the dictionary 

becomes: an aid to t_he child os he learns: to classify words. Structural 

analys is bec□me_s a part of rt.he r ,ecogni ti □n ski l ls as .the child begins tp 

analyze _word par ts. lndeper,dent stµdy skills become an asset ta the 

chi1cl 2rs he recognizes .words and unde-rstands What he is supposed to do 

i n the, 1earntng setting. 

PERCEPTUA_L SKILLS 

'The chi l d's pre-school expar-i'ence has ruch to do with the amount 

e:Jf t -r aining -the child needs in audl tor y and visual discr.iminati□n. When 

parents .in the h□m8 have taken the t i me to fa~aah the chi ld to. observe and 

li s ten to his wor ld of sii:::iht and .sound, the foundation for perceptual 

traini ng: has been laicl. When the parents in the home have faU~d the. 

child in this resp~ct, he is penalized and needs perceptual training. 

Hs gardl ess ,□.f ,ba-ckgro.und, h:crwever, .childr_en vary .great_ly in 

their •vi sual and a.udi tory abilities· when they, enter sctmol. They 
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d i ff□r not on l y b□ cause of differences in eyes as organs of sight, but 

becaus e they have not been trained in habits of observation and careful 

examina t i on of detail. Nor have t hey been taught how to listen carefully. 

To s □e , hea~ and rern□mb□r words and word elements accurately requires 

perceptual skills and at ten tion span far beyond the abilities of many 

chi l dr en at ag□ six . 

At Oakmont School, training aimed at developing perceptual 

s kills i s carried on in the latter part of the kindergarten experience; 

however, many f i rst grade students do not attend kindergarten . For 

t hos□ students who lack the tools necessary to begin formal reading 

ins t r uction , a s ystematic training program in auditory and visual per­

cepti on i s conduct 2d within the plan herein proposed . 

Vi sual Perception 

Visual perception is based on trained observation . The child ' s 

c l as sroom is fi lled with materials used i n teaching hi m to look care­

fL1lly at ob j ects and to observe t he l ikenesses and differences . The 

chairs in t he r oom furnish oppor tunities for the child to see differ­

e 11 c □ G i n ~ize and shape . Clothes of the same color but different 

t t ba-lls of d1"ffer en t size and color, as well as details of many □x ure, 

o ther kinds are used to teach the child to obser ve things carefully . 

The use of pictures and other objects is the next step when 

t he child i s taught to ~xpress what he is perceiving . The studen t 

moves from Qross discr imination of for ms to the perception of words . 

r 1,e ch~ ld i s taugh t t o observe a who le word . The length of the word is 

: ~portant . Tall letters, letteTs wi t h tails , and low let t ers determine 
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t he s hape of tho word and ser ve as cues for the s tudent . Perception 

c11c s of t he bagi nnjng □nd the ~nd i n~ or words are more important than 

mi d- le t ter cues . The child engages i n vi sual- sk i l l activities in wh i ch 

h~ mut ches identical le t t ers , s yllabl es , and words . He has the abi l ity 

to exa~ine wor ds and sentences from right to left , t o see l i kenesses and 

di f fe r ences in s ing l e l e tters, s yllables and words. The letters and 

words may be gr oss l y di ffer ent , somewhat s imilar , hi gh ly confusing , or 

r eversals . 

Vi sual perception is developed t hrou gh exercises i n vis ual 

m2morv imager y , mat ching of forms , pattern completion , pattern copying , 

□n~ l Htter knowledge . 

Audi tory Percept i on 

Chi l dr en live i n a world of sound i n t he classroom. Excellent 

oppor tunit ies are provided fo r t he child to develop aud itory discrimin­

ati on. He is trained to r ecogni ze t he var i ous quali ties of sounds, 

louder , softer , higher , lower , s hor t er, or longer . The child i s taught 

to ident i fy di fferent sounds □nd to compare sounds . 

After a child has a ri ch ba ckground of experi ences with sounds , 

he i s ~ead y to iden t i f y words which begi n alike (pig , pen , pan , pencil , 

peach) and wor ds which r hyme (hen , men , ten) . A child is given t he 

oppor tun ity to di s cover rhyming words and supp ly the last word in a 

jing l e . Nursor y r hyme s are r ead oft en for t he child t o hear, recite , or 

dr amat ize . 

Pictures are used in wh ich t he pupil marks onl y t hose pictures 

whose names begin wi t h t he s ame sound (dog , deer) . Later the same 
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pr ocedure i s us2d with 2nding s ounds and with rhyming words. In t he 

bDrJjnr1inrJ , rm pri ri ted words are used under t ho pic turD . 

Audi tory perception i s deve loped th rough exerc i ses in listening 

and following directions, the percept ian of i nit ial consonan t sounds, 

percep t ion of fi na l consonant sounds, and perception of rhyming words. 

When the fi rst grad2r is able to recognize the sounds he hears 

ir1 a word and to associ ate each sound with the appropriate letter symbol, 

he has made excellent progress in auditory and visual discrimination. 

WORD ATTACK SKILLS AND COMPREHENSION 

Re cognition of words or word parts requires word identification 

s~ills . Five areas of word recognition s kills, agreed upon by most 

uuthors , include : word configuration or sight words , phonic analysis, 

structural analysis, context clues, and use of the dictionary. 

Si~ht Vocabularv 

The child is introduced to si gh t words by using pictures and 

context whenever possible . These sight words are repeated numerous 

times so they are known when seen. Along with picture and context 

clues, a student uses configuration clues such as shape, length , and 

distinctive letters or the beginning letter to help him recognize the 

sight word. From words with pi cture referents, the student progresses 

to act:on and s t ructure words usually found in the Kucera- Francis Si ght 

Words . (See page 28 . ) Ui t h these sight words, generalizations are 

dcve lop2 d and a begi nning understanding of phonic and structural 

analysis is nade . 
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For t hose child r en wh o find it diffi cult to remember the appear-

ance of words with the look-and-say approach , extra sensory cues are 

helpful . Harris suggested that students trace a large copy of the word, 

letter by letter , while pronouncing the word. 4 The kinesthetic method 

helps in building effective discr iminat ion s ki lls . 

Phonics 

Using phonics □s a word identification sk i ll requires t he 

abilitv to as sociate a sound wi th a letter or a combination of letters . 

Thi s enables the reader to sound out words or parts of words . Used with 

the other word identificat i on s kills, the reader has a greater chance of 

i dentifving the un known word. 

Learn inQ the phonic elements includes being able to pronounce 

consonants, vowels, consonant blends , consonant digraphs , diphthongs , 

vowel digraphs, murmur diphthongs , and special vowel combinations . 5 

Audi tory percepti on is basic to a phonic program. Because the 

phonics approach r equires similarities and di fferences between sounds to 

be heard by the student, i t is a necessary first developmental stage in 

phoni c usaoe . For those students who cannot assoc ia te t he sounds wi t h 

the proper letters , ear training , which i ncludes audi tory perception of 

initial consonants, consonant blends , rhymes , mecial vowels, and syl­

lables is given . After auditory association is developed , visual 

4Al bert J. Harris, How to Increase Reading Abi lity (New York : 
D2vid McKay Compan y , Inc., 1970 ), p. 319 . 

5Hafn2r and J olly , op. cit . , p. 94 . 



association, blending, and contextual application are stages developed 

i n phonic usage. 

Structural Analysis 

Phorrias instruction does not stand alone as _a word identifica­

tion skill but i.s used in combination with structural analysis,. In 

structural ana1ysis, the student is taught root words, affixes, inflec­

tional endings, syllables ,, compound words, and contraetions. 

Context Clues 

Two types of context clues are used ta aid in identifying the 

word or its meaning. One type involves the child's re-ading the rest of 

the sent enc£ 1 paragraph ,, or selection for meaning; and a second type 

invol,ves the child's bringing additional meaning ta the unknown word. 6 

When a new W□Pd 'is introduced, the student is led to use 

structural and phonic analysis. The ward is also given in 'a sentence 

for the student ta guess its meaning. Tliie student improves his readin9 

for meaning when he completes or matches sentences or parts of sentences, 

solects wards to match pictures,, and labels objects in the classroom. 

When a child is reading silently and encounters word recog­

nition problems, these suggestions are given to tt,e student. First, the 

child is taught to use the context or pictures far clues. Secondly, the, 

child i!:3 hel'ped to use word analysis skills. Finally, the child is told 

the. word, especially. if .l t does not follow phonetic principles.?' 

6Emmet± A. Batts, Foundations of Reading Instruction (New York: 
American Book Company, 1950), p. 603. 

7 Ibi_d., p., 507., 



The picture, :dict inriarv Ls used .in the beglnning of Formal 

r eadiri[J instructi;o11 :as the student works i n al phaoe.tiz:1.ng according 

t o the ·f-t r .st l ette:rr. Exerci ,ses that require. classtficati:□n requi.:r .e 

th~ ,i;;;hilo to use t he d~.ictionary .• 

. Wm~d raeogr:iiti □n results f:r-,om. the use of one or more or the 

dRc_oding s kil ls:, Whett'):et' i t is context, sight, phonics,, struc,tural, 

nr us-8: of t ho diotiana.r y. Be.sides pronunciation or th·e printed 'word , 

5.: ndicia-tn -the nsed of developing a .balance o"f sorts bet.wee.rt recogni2ing 

w:ar da .arid applying meaning t:o tbe materials read. 

lNDEPENDENT StUbV SKILLS 

ln atrt~mpti ng 1:e provide i nde\jendent activities t□ help the 

First fiJr.ade l ea.r nr;.r acqutre· the readi ng skills, Robinson 1:mo Ra11c11 ma.rje 

R 
-i:1 1 t s t of sug1yJ.sti□as. 

1. On full sheets □ 'f manila paper or newsprint, the 
chH d in n sked to draliJ th~i f oll:c;1wing Hams, using p~ncll or 
i::;1;oyo17s . ( PictUr :tJ di ctionar ies mi gh t be .used as. ai ds.) 

Picture p: □f t hings that fly 
.Pictures of thir;1~1s with w'h~elis 
iJJl :iJ ctures of t)\ ing:s W.8 eat. 
Pictures of thing,s we . . wtaar 
Ptct u:rea of 'thiDgs we: do in ·summer 
Pict,;,1r .es of things you do to. Help Mother 
P · t · f t'- · s·· .. L,_·tc.•a·t- rnv.m_e_ wi tn can ·:i.c urns o_, . . , 1: ilng rJ - . ,, 



Pictur es of happy words 
Pictures of words t ha t start l i ke Tom 
Pictures of things t hat go fast 
Pictures of what you want to be when you grow up 
Pictures of the story you liked best in our reading book 
Pictures of Sally 's f r iends 
Pictures of the nursery rhyme you like best 

2. On a 9X12 piece of manila paper or newsprint the 
chi l d is asked to print descriptive sentences taken f;om a 
s tory that has been read. Th e child chooses one sentence 
r rom a list and i llustrates it. 

3. The child i s directed to poems which are laminated 
and placed in an i nterest center. He is asked to choose one, 
copy it on wri t i ng paper, paste t he paper to a large sheet of 
drawing paper , and then draw a picture of what happened in 
t he poem. 

4 . After l is t i ng words wi th on ly t he beginning and 
ending let t ers given , the child is directed to write a real 
word by f i l ling i n the missing letters. 

S. On ditto sheets, a story is printed with a number 
of uords underl i ned. The child is instructed to copy the 
story and put in a small drawing (rebus) to take the place 
of each underl i ned word. 

6 . On paper marked in half-inch or one-i nch squares, 
the child is di rected to do the following: 

Wri t e the alphabet using large or small letters. 
Color in t he squares. (In t he fall, when t he 

first gr ader i s still awkward at mani pulating 
writing i nstruments, coloring work aids in the 
development of hi s muscle coordination.) 

7. On di tto sheets, pictorial items are drawn with 
a par t missing . The child is asked to copy and fill in the 
missing part . 

8 . To help a child learn visually how to distinguish 
between various geometric designs, the teacher cuts colored 
pieces of paper into t he shape of circles, squares, triangles, 
and rectangles . Thes e geometr i c pieces are then matched by 
t he child to identical shapes outlined on a di tto sheet--the 
pi eces of paper to be pasted i n the appropriate outli nes 
scattered on the paper . 

9. On a di tto sheet, the t eacher pr ints even rows of 
small geometri c figu r es--a ci r cle f ollowed by a square, 
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followed ~ya tr i an~le '. :□ l lowed by a rectangle , fol lowed by 
another _circ l e , ad infinitum , t he figu res to be printed in 
no consistent order . With t he sheet before him t he child 
p r □ ~eed s fr om t he begi nn i ng row and wi th an i de~tifyi ng mark 
~□ ti n g each r ecu~rence of a specif i ed figure--placing, for 
instance, a do t in each ci rcle he comes across . The direc­
ti ons to t he ch ild , of course , are varied . O's can be 
wr it t en in squares , crosses in rectangles , and so on. 

10. Using catalogs and old magazines, the chi ld is 
instructed t o fin e and cut out a pi cture of a small speci ­
fied i t em- - f or example, something whose name begins with the 
l e tter £ • Each picture i s then pasted on chart paper . 

11 . The ch ild is gi ven a s heet of paper pr i nted with 
r ows of bro ken lines somewhat in the form of a labyrinth 
and is told to trace with a crayon or penci l the path that 
the "mous8 " too k to get to the "cheese . " The path could be 
dr awn wi t h l ines, dots , or circ l es . 

12 . After teaching a poem such as "The Toyman's Shop , " 
t he t eacher di rects the child t o draw a pictur e of one t oy , 
2ither named or all ud ed t o i n t he poem, and to print the name 
of the toy under the picture . 

13. Wor ki ng with a list of words printed on a ditto sheet , 
the child dete rmines the category of things to which each word 
be longs ( animal, plant , grownup , etc . ) by writing the numera l 
1 , 2 , or 3 bes i de it . 

14. On ditto paper, several sentences are written, taken 
from a story recently r ead or another story from a suitable 
book . The child i s as ked to find each sentence in the story 
and t o wri t e i ts page number in t he blank preceding the 
s ent2nce . 

15 . On di tto paper , severa l sentences are wr i t t en with 
t hei r wo r d order scrambled (lost her children Mother Duck) . 
The child i s asked t o wr i t e the sentences in correct word 
order . 

1G. On a ditto shee t , a series of questions or state­
men ts are wri t ten calling for comprehension . ("Draw a 

' t t ?") pi c t ur e of your pet . " "Wh at can you buy a a _grocery sore . 
The ch i l d draws a pi cture of t he answer or writes a word answer . 

17. On a di t to s hee t , a s eries of sentences are written , 
each of whi ch con ta i ns a word or phrase making the sentence_ 
sound fool i s h. ("Mar y at e a wagon for br eakfast . ") The child 
c i r c l es t he nonsens e wor ds or phrases . 

37 
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18 . On a di tto sheet , a series of sentences or very short 
stor ies, some f unny and some sad , are pr inted . The child is 
direct2d t o distingu i s h t he f unny from the sad by drawing smiling 
and cry in □ faces in the margin . 

19 . Thr s~ or fo ur sentences are selected that one by one 
cJdvancc a fc:1miliar 11 story 11 or s et of events from a beginning to 
a conclusion . These sentences ar e listed out of their logical 
or chronological order when the child determines their proper 
oruer by number ing t hem. For example: 

_1_ Ma r y pu t the flowr:rs in a vase . 
1 Mary went for a walk . 
2 Ma ry saw some pretty flowers . 

20 . Guided by a series of directions, the child draws a 
picture on dit to paper . For examp le: 

Draw a kitten . 
Make a ball by the kitten . 
Put a red collar on the kitten . 
Put a blue dish near him for milk . 

21. On a ditto sheet , ob j ects or pictures are drawn--each 
object having a name containing a different vowel sound (a picture 
of a boat for the long Qi a picture of a tree for the long~). 
Unde r these pictures, several words that contai n a vowel identical 
with those in the names of the pictured items (bone and home for 
the vowe l in boat; feet and meat for the vowel in tree) .--;=F;'e 
s t udent matche'sthe words with the pictures according to similar 
vowel sounds . 

22 . A s imple ri ddl e is written on a ditto sheet . The student 
copies t he ri dd le, guess es t he subject of the riddle , writes its 
name in the blank provided, and then draws its picture . For 
example : 

I live in a pool . 
I l ik e to swim . 
Cats like to eat me . 
I am a fish . 

23 . The student is asked to draw a pic t ure of an object 
wh ose name r hymes with the name of another pictured object or 
with a word given him . 

24 . On a ditto sheet, a series of questions that can be 
answered on paper with a simple yes or no are written . ( "Can 
a boat eat? " Can a rock talk?" Can a tree swim?" ). 



25 . From the comi c section of t he ncwsp~per , a strip of 
t re~ or four frames is c l ipped . The frames are separated 
in or de r to give the stud ent t he problem of arranging the 
frar,es in t heir prope r s 2quence . 

DE VELOPING POSITIVE ATTITUDES TOWARD READ ING 

I n schools today , t hree s ki ll components receive the major 

po~t i on of the time devoted to r eading : word attack skill s, compre­

hensi on skills , and study sk ills • . While t hese t hr ee cogni tive 

elemen ts jus tly dese r ve concern and consideration in the day - to- day 

r ead ing program , a crucial fourth component-- t he development of 

positive at titudes--must not be overlooked . 

Huc k so aptly stated , "If we teach a child to read, yet 

deve lop not the taste for r eading , a ll our teachi ng is for naught . 

We shall have pr oduced a nation of ' illiterate literates' --those who 

10 kn ow how to read bu t do not read . 11 

Teacher s at Oakmont will encourage positive attitudes toward 

r ~ading by bui ld ing a reading program around the child ' s interests . 
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There ure three majo r steps taken in utilizing student in t erest s . First, 

t he t eacher becomes familiar with t he interest patter ns tat students 

typicu ll y have at the first grade level . Second , because students in a 

given c]assroom may d2via te f rom the t ypical pa tt~rns , furt er study of 

q 
~J . Est i ll Alexande r and Betty Hea t hington , "A Cr uc ial Fourth 

C □mrmncnt in Reading I nstruction--Atti tudes , 11 Tennessee Education , V 
(Full , 197: ), p . 32 . 

10charlotte s. HL; ck , "St rategies for I mproving Interest and 
Appreciat ion in Li teratu r e . " Elementary Schoo l Lan 9uage Arts , edited 
by Paul c . Barns and Leo M. Schell (Chi cago : Rand cNally and Co., 
1°73 ), pp . 203- 21 0 , cited by Alexander and Heathington, I bid . 
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spocific r□Qd in g in terests is needed . Intorests of each specific child 

ore stur'.i od by i nt8rviowing paren ts; by observing tho child in school 

s ~t uat i ons; by listening to him a□ he works, plays, and eats lunch; by 

notinQ the ki nds of books he reads in hi s fr ee time ; and by holding 

conf8 r 8nces wi t h th2 child . (See Append i x B. ) Third, the teacher 

ut ilizes what he kn ows about stud2nt interests in planning the instruc­

t i onal prog~am . Thi s is accomplished by: 

1. Making books available t hat reflect student interest 
and that ar e on the appropriate readabi lity levels. 

2 . Establishing interest centers in the classroom. These 
centers include a wide variety of materials, such as 
library books, skill games, and reinforcement materials . 

From the f i rs t stages of beginning reading, the student is 

ho l pod t o 11 s ec a n~ed '' f or r eading . The moti vational period of a directed 

t ~inking ur, t i vi ty i s geared toward he lping the child want to read the 

story . The child is guided wi t h purposef ul reading .
11 

The child is exoosed to books when he is given the opportunity 

t o oun cooks . Old basal ~eaders are cut into individual stories . 

Covers are put on t he books . These are given to the students . Dppor ­

tuniti □s for joining inexpensive paperback book clubs are provided . 

Tho stud2 nt writes or dictates experience s t ories which are 

bound in man i la fol ders and covered with contac t papor . This experience 

givcs the s tudent a book he owns and one of which he is the author . 

The tescher r eads s t ories to the class which are selected by 

th t h 1 1· dance WhPn the student can read the students, with e □acer s gu • -

11 I bi d . , p . 33 . 



□ book , he has t he pri vi lege t o read it to t he class if he des i r es . 

A speci f ied time in wh i ch everyone i n t he classr oom r eads i s 

provided. I nterrup t i ons during th i s reading t i me are no t permi tted 

unless an emergency deve lops . 

Book part i es are held every Fr ~day. Students have t he oppor­

t uni t y t o ta l k about a book, tell t he most exciting , the funnies t, or 

t he saddest event in the story . Parents j oin i n t he book interest by 

attendi ng t he par ties , prov i din g books for t he l i brary center, or 

helpinQ in othe r ways . 

Man y e f f orts to spark en t hus i asm f or readi ng are woven i nto 

t he reading pro gr am. Pup i ls are moti vated t o learn to read u.nen there 

i s evidence that r eading i s fu n , in teresti ng , and something they need . 

STRATEGI ES IN TEACHI NG BEGI NN ING READING 

The au t hor developed a readi ng program that wi ll give special 

r ecogni tion to t he wi de range of chi l dr en ' s abi l i t ies and needs . An 

ind i vi dualiz ed r eading pro gram wa s des igned in which teachers wi ll 

ar r an ge chi l dr en , equi pment , and materials so t hat each child can learn 
12 

to the peak of his potential , without undue stress and s t rai n. 

Learni ng s ta ti ons will be set up wh ich contai n carefully planned 

read ing mater ia l . A s t at i on mi gh t be a fasc inati ng corner , t able , group 

of des ks , or wh2t ever can be provided wh ere a few chi l dren feel com­

fo rtable wit h t he s truct ure and , at t he same time , realize that t hey 

12Henr y A. Bamnan , "I ndividual i zed Read ing Programs ,'.' The World 
Gook Enc yc l opedia , Vol . 16 (Chicago : Field Enterprises Educati onal 
Corpor ation, 1973 ) , p. 157 . 
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11:J\/C r:hoices within it. The nteps nf instruction .were ~planned so that 

13 rim: huilrls rm th~ r-mxt. 

The r□l r:.! of tne teachE?r will change from one of ,passing, infar­

rm:iti:tm 'to th~ .chi.ldJ'en 'ta □me of pijpvictin_g experiences for clillldren and, 

guiding them as1 they use. the,ir exper-ieh.ces to teach themselves. 14 

Tt,e indiv,idualized reading rrrogram was based on the premise 

that ca.ch child begins wherever he happens to .be and J:)r.egr.esses at :his 

owr,; rate" 'ftm .gi.:::ials are to rm:iko each c::bi'.Ld feel that the teach~r ,is 

pny,inJD at1tenth'.IJ11 faj him ns· an indivtdual. 19 

Teach9rs: will plan ·according to the expectancy for each chiltl. 

Expectancies mLJSt be- adjusted for the ·slow and the giftett. The acqui:­

si tion of skills must b:e paced to ,each pupil's rate of intake. The fast 

l b.nrno:r will m~nGl fewe.r repetition~s and mor.e material to aid him in his 

sm:ircl1 fb-r m□ro refined meanings. The slow learner will neeq imor,e st,ep­

by-stap presm,tattans, ;repeti ti•ous .material at his reading and th1nking 

t · 1 . d 15 level, and perhaps .extra: eache_r-pupi gur ance. 

The teacher knows therpi are many ways to :learn how to- read. 

t:JFL□n t.hSi clhilcl. wal~~ into. his: fi;r.s't .gr:ade i::1assraom, he finds a place 

wh~12re hB ca11 do rnar1v different thin.gr;. These activities support the 

tr:mchg-r in the s.earch for varied ·approaches to t.he teaching of reading. 

13torrain2 Lunt Gotlfrey, '''Indiv'idualize with t.ea:rning Stations," 
T~ach□ D, XCI (Sq::itembcr, ·1973,, p. 50. 

141·1o·· d l,. ii! 

15Gary- ij . McK:?nzie, 11 Persm1aH 1ze Your· GrGJup Teaching,,'' Ins,truc­
_ t □ r, LXXXV (.August-.Septemb~r, 1975), PP• 57-59. 

·15 . - " 5 er- o· t" q the Reading-Thinking~ Process Ru_sso.11 .G. t.au, ·, er, ~l.:.T:=.□.::c:~~1;.;.n~..,::;:.;.-;;...;.;.;;.;;;:-.;.;;_...;~;..;.. ...... _____ _ 

(New York: Harper and Row, 1975), P~ 226. 
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Th e first words that the chi l d learns to read are his own. 

Through language- experience , the child sees symbols written to represent 

hi s words. Aft er the child ' s stat ements are recorded and hung f or hi m 

to vi ew, the teacher wr i tes words from the language-experience on cards . 

The student matches the words on the cards with t he words on the chart. 

This informal t echn ique gives t he student cues that he uses in word rec­

ognition . After t he chi l d masters the word, it is placed in his box of 

"Words I Know . " 

Di fferent objects i n t he room are labe l ed . Identical words are 

written on cards and placed where the chi ld manipulates them to find 

letters and words he knows . 

The read i ng approaches used are determined by the students 

involved and the teacher 's ability and creativity. Initial speed of 

learning words is facilitated by using the look-say method with words 

which are highly discriminable from each other. The multi-basal reader 

approach (Holt-Ri nehart and Winston, Scott-Forsman, Harper and Row, and 

Ginn basic series) i s used, whi ch exposes t he l earner to more words, more 

stories , and mor e characters . The Sullivan Prograrrmed Reader is used as 

a gui de to teach linguistics. 

With a vari ety of materials and media available, the student 

sel ects activities and materials which are meaningful to him. Tapes of 

s t ori es, slide and record sets, cassettes, overhead projector materials, 

language master materi als , films and filmstrips, games, and much more, 

i ncludi ng t he teacher ' s own creat i ve games, allow each student an endless 

number of s ens or y experi ences . Appropri ate mater i als provide skill 
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deve l opment on man y l evels . Flex i bility leading to self-expression and 

sel f - recogn i tion is pr ovided. 

Flexibility is a key factor, since grouping is done on a tem­

porury basis. El i mi nating ability grouping, grouping is done by need . 

There will be s everal students needing help on one particular skill, but 

not all of them need help on the same skills all the time. Thus , new 

groups are formed , based on need. Activities chosen also determine 

grouping. Varying projects bring about changes in the grouping due to 

interes t and number of members needed . 

The learner is provided a quantity of easy material for reading 

practice . A speci f i c time in wh i ch everyone in the room has an oppor­

t unity t o read is provided . Interruptions during this reading time are 

not permit t ed unl ess an emergency develops. 

Each child is involved in a Directed Reading-Thinking Activity . 

Time i s spent in considering problems for which there are no specific, 

right answers. 

.... 
EVALUATION 

Evaluati on devices determi ne the student's readiness for future 

inst r uction . Fi rs t grade teachers at Oakmont School will follow the 

Wisconsi n Design of Behavioral Objectives (See page 5. ) to know the 

sequence of skills f or t he individualized reading program. This device 

rnakes it poss i ble for t he teacher to see where the student has been and 

where he is on a skil ls continuum, which aids in determining individual 

ski ll s needs . I n mar king t he checklist of scope and sequence (Appendix 

C) , t he student is obser ved daily as he makes written and oral reaponses . 
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T~ acher-made tests, tests from skills workbooks, as well as exerci ses 

_Jn8 in the centP.r areas , ar e used to eva l uate t he child. The Diagnost ic 

d . T t17 . . ~ea 1ng cs 1s given when t he t eacher deems it necessary. 

If the teacher is dubious about challenging the student with 

material difficult enough or presenting mater i al too difficult, t he 

Gates MacGinitie Standardi zed Reading Test, Primary A, Form A, is 

a~minister ed . The Slosson Oral Read i ng Test i s used to get an estimate 

of the child' s oral reading. An informal reading inventor y is given to 

gain additional evidence of the learner's abi lities. All of the above 

tests have been recommended by Hayden Jolly, Dickson County reading 

consultant. 

Along wi t h t he checklis t for scope and sequence, a checklist is 

made by the teacher to keep a running record of students ' skills needs 

in the various recognition areas. It also has specific infor mation 

about the child 's r eadi ng potential, word recognition level , and com­

prehension leve l . 

I ndividual conferences are held with each student when the child 
~ 

evaluates hi~self . Thi s enables t he student to see his accomplishments 

and to become cogni zant of his strengths and needs i n the reading 

process . 

17The Committee on Di agnostic Reading Tests, "Diagnostic 
Reading Test" (Mountain Home, N. C. : Committee on Diagnostic Readi ng 
Tests , 1967) . 
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A~INISTRATIVE. PRCx::E~ES 

Dr. F~ed 9.Jnger, educator at ~ustin Peay State lklivaraity, 

~;-'·ated this ground rule: "Teachers teach the best they ,kn01.11. • Based 

on this• premise, ond seeing a need for an individualized reading program 

c1t Oakmont School , it is incurrtJent upon the Dickson County Board or 

Education ta train their teachers to meet the reading needs or the 

students. 

Supervisor of Instruction, F. D. Bennett, has rrede plSIII for 

these teachors ta have instructional guidance during the August in­

service workshop. Since there ere seven classes of first graders in 

this school, the program involves seven teachera, the principal, and 

the curriculum supervi-sor. Mr. Hayden Jolly, reading conaulant ror 

the Dickson County Tl tle. I Reading Progrm, has been asked ta. guide 

these educators in planning an individualized reading progra 1111lct, will 

i r.lJlement flexible reading approaches. 

Since time will be too 11ml tad ror Mr. Jolly to cover all the 

nneded reading approaches in the in-service period, it becane evident 

thot a methods class on how ta teach reading was needed for these 

t eachers. Austin Peay State lkliversity has contracted to send Mr. 

Jolly to teach a course entitled •Foundations in Reading.• Since this 

cmsrse is funded by Title I, it is free of cost to the teacher&, the 

principal, and the curriculum supervisor. 

Mary Jean Field, "'10 has spent many years 1.«Jrking Lldth kindergar-

ten and f i rst gr ade youngsters, ~as been selected to be the •lead• teacher. 

She hos li.lJrked diligently to build a meteriels center bt1era varied 
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mater ials and equipmen t are available for each first grade teacher to 

select and use . Matgr i als needed to make games or visuals to teach a 

: oncept will be provid ed. 

Dee Chadwi ck, school librarian, will provide the teachers a 

list of books, f i l ms, records, and tapes . She will rank these materials 

on readab i li t y and interest levels. 

A letter has been composed by the principal • the supervisor, 

th8 consultant, and the classroom teachers to inform the parents of 

first graders about the reading program. A copy of this letter 

(Appendix D) will be given t o euch parent when he registers his child 

for first grade . 

SlfflARY AND CONCLUSIONS 

Real i zing a need for improvement in beginning reading for first 

graders at Oakmont School in Dickson, Tennessee, the author designed an 

ind ividualized reading program. The l i terature was surveyed in order to 

obtai n informat i on re levant to t he study. Pre-assessment techniques, 

behavioral objec t i ves, scope and sequence for developing skills in 

r eudi ng , strategics used i n beginning reading, strategies used i n devel-

ping positive a t titudes toward reading, and evaluation techniques were 

ou tlined in an ind iv i dualized reading program. Also, administrative 

procedures wer e out lined. 

The ul timate ef f ectiveness of t he program will be determined by 

several evaluating techniques. The individual skills will be determined 

by t he Wiscons i n Desi gn of Behavioral Objectives, which makes it possible 

f or t he t 9 acher t o evaluate where the student has been and where he is on 
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a skills continuum. Many of the traditional evaluation devices, which 

include teacher-made t ests , s kills workbook tests, and informal read i ng 

inventories, will be used. The Gates MacGinitie Reading Test and the 

Slosson Oral Read i ng Test will also be used. These two tests inform 

the teacher whether he is presenting material difficult enough or too 

difficult t o meet the student's needs. The Slosson Oral Reading Test 

i s used to estimate t he child's oral reading level. 

I n the initial stages of this type of program, a child is 

taught to :·ead by developing the proper skills and attitudes toward 

_ead ing ; i 7 t he future, he will read to learn as a result of this type 

of instruc cion. 
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APPENDIX A 

Appendix A contains an outline of questions asked to parents 

when they are in terviewed. The teacher is trying to determine the 

child's physical factors, soci al and emotional factors, and educational 

factors. 

PARENT'S INTERVIEW 

1. Did your child have a kindergarten experience? 

2. Does your child have an opportunity to play with other children 
often? 

3. Does your child have any physical problem? (visual, hearing, and 
general health) 

4. Does your child tire easily? 

5. Is your child cooperative with other members of his family? With 
playmates? 

6. Does the child participate in active games? 

7. Does your child have self-confidence? 

B. Is your chi l d interested in books? 

9. Do you ever play games with your child? 

10. Do you t ake your child on trips? 
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APPENDIX 8 

Appendix 8 contains an interest inventory. When parents are 

interviewed at the beginning of the school term, pertinent information 

about the child' s interest is obtained. Through observation and con­

fGren ces with the child, the teacher gains additional insights to the 

child's i~terests. The interest inventory was taken from Wilma H. 

Miller' s Readi ng Diagnosis Kit. 1 

INTEREST INVENTORY 

Name _ _______________ Date ______________ _ 

1. What is the name of your favorite book which someone has read aloud 
to you? 

2. What is the name of your favorite book or story which you have read 
for yourse l f? 

3. What kind of stories and books do you like to hear read aloud to you? 

4. Have you ever been to the library with your mother or father or your 
brother or sister? 

s. What are the names of some of the books which you have at home? 

6. What are the names of your two favorite television programs? 

7. Do you look at the funny paper at home? 

8. Wh at is the name of your favorite comic book? 

9 . What do you really like to do after school? 

10. Wha t do you really like to do on a Saturday? 

11. What kind of games do you like to play? 

1wilma H. Miller, Reading Diagnosis Kit. (New York: Center for 
Appl ied Research in Education, Inc., 1974), p. 250. 
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12 . Do ynu collect anything? If you do, what kind of things do you 
like to collect? 

13 . Do yuu enjoy reading for fun? 

14. Where does your family like to do for a surrrner vacation? 

15 . What do you l i ke to do bP.st with your mother? (father?) 



57 

APPENDIX C 

Ap pendix C contains a checklist of reading skills in the areas 

of word attack , comprehension, and study skills. 

Name -------------
READING t-ONITDRING DEVICE 

WORD ATTAD, 

1. Noti cE3 li kenesses and differences 

2. Distinguishes colors 

3. Has a sight vocabulary of 50-100 words 

4. Fol lows l eft to right sequence 

5. Has phon i c analysis skills 

a . Consonant sounds 

(1) Begi nning 

(2 ) Ending 

b. Consonant blends 

c . Rhyming elements 

d. Short vowels 

e . Simple consonant digraphs 

5. Has str uctura l analysis skills 

a. Compound words 

b. Cont ractions 

c . 8ase wurd and endings 

d. Plurals 

e. Possessive f orms 



COMPREHEN~-: ION 

1. Listens 

2. Relates details i n a story 

3. Anti cipates outcome of story 

4. Us es ~i cture and context ~lues 

a . Pjct ure clues 

b. Co~text clues 

5. Is able to gai n meaning from 

a . Wcrds 

b. Sentences 

c . Wh~ le se lections 

6. Uses punctuation as a guide to meani ng 

STUDY SK ILi...S 

1. Follows simple directions (one and two stage) 

2. Accepts responsibility for completion and 
quali ty of wor k 

3. Shows deve lopment of motor coordination 

4. Follows directi ons 

a. Drz-11 

b. Written 

5. Has adequate work habits 

6. Recognizes organi zat i on of ideas in 
sequential rela t i ons hi p 

7. Ma kes J udgments and draws conclus i ons 

8 . Uses table of conten ts 
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APPENDIX D 

l\ppendix. D contains ,a let,t,er which is gi.ven to the parent of 

a' first [Jr-ad~ ,student a't' Oakmont School. 'The letter was c1:1mposed by 

the reading consultant, the principal., the super•vis.or of' instruction, 

and first grade' t eachers. 

Dear, Parerits, 

hle realize that each r:bi1d 1-s different. □ur· School is 
!i.n t erested i n each child., Dur sch.mJ!P.s purpose is· now we can 
best meet. each cl1ild 's needs. 

From the very first day of school, your child will engage 
in ,some kind or J:,-aading activity, such as r .eading names, labels, 
char.ts, etc. He will also work with many sensory materials. The 
m:t-ivi ttes u4ill hel p him acquire mol'e readily the skills neo:essary 
for rsading books. · 

Some ch:ild:ren mayi need to spend on'ly· a few liJe·el(s· in 
readiness activities, whiie □the.rs may need to spend a month or 
more. Some childr.en may not need anv readiness actlvi tles. 
·Chi~ldren differ in the time when they are ready to reao. Since 
.we do not force a chi Id to cut ht s teeth by a gi van date, we do 
do not force t, :1,.m to read until the time is .. right f'o_r hi'm. A 
child's succ.ess in reading is dete.rrnined not by his actual age, 
but rat.her by his degree of physical, emotional, mental,. and 
social ma:turj,ty •. 

lhe basic reading .book wt t:l not be sent home: each night 
fo:r: your chi ld to study. ,Books which reflect youx- chi.ld'~ 
interests and readability leval wil l be. Qelected. by him to bring 
home to read to you. We feel teact,ing your child to read means 
teaching him to thi nk. rt also means learning the :responsibiH.ty 
of f'T!Bking ct,oices. 

I f you nave any, questions abiotJt the activities your child 
i s i rwolv~d in dLJr furt g his day in s chool, please contact his teacher 
or pd nc::i pal. 
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