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CHAPTER I

THE PROBLEM AND DEFINITIONS OF TERMS USED

Regardless of what is considered ideal, in most

instances in the public schools the last effective formal

instruction in reading takes place at sixth grade level.

It is probable that every sixth grade class contains child

ren who are classitied as problem readers; some ot these

problem readers have average or above-average ability, yet

they read at a level ot trom one to two years below grade

expectancy. Many ot these children have leadership quali

ties which are never discovered due to their lack of

selt-esteem. In the interest of the highest comfortable

achievement of these stUdents, a need was felt for an

approach which would tree the children to learn.

I. THE PROBLEM

Statement ot the Problem

It was the purpose ot this study (1) to determine

whether ?r not a psychological approach to the teaching ot

reading would succeed with problem readers 1n a hetero

geneous sixth grade olass; (2) to determine, it such an

approach were used, whether there would be a marked increase

dt.. su.ccesstul aohievement 1n the content areas; and (3) to

attempt to ascertain, although subjeotively through teacher
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observation whether there would occur a change in the

self-esteem of these problem readers.

Importance ot the st~dl

One cannot over stress the necessity tor each

child to attain eo~ortabl. maximum achievement in read

ing during his elementary school years. Success in later

school endeavor depends to a great extent upon reading

skills developed by the child during the first six years

of his school life. A student cannot be expected to

acbieve successfully in the content areas unless be has

first mastered the reading skills with whicb to approach

these subjects. Reading, and success or lack of success

in reading as well as in all aspects of elementary school

achievement, is important also to the child's sense of

accomplishment.

To develop normallr and Wholesomely, every child
must know that be can achieve and must experience
enough success as the results of his efforts to have
contidence in himself and to respect himselt. l

It becomes apparent, then, that success in reading

reI' all children should be a prime consideration ot the

e1ementarr school teacher as he surveys the needs of his

, ~th Strickland, "PrOViding tor Individual Dif
terence.through Ditterentlated Instruction,· A Report of the
lflJ1thAmlu.a1,CeJ1te:rence .' !!!.ReadlD.I, Gerald A. Toakim, e(1'ftor
(pittsburgh: "'niversli,. or Pitts~urgb Pre.8, 1(53), p. 120.
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group.

Working HlP~thesis

The low achieving level of the problem reader with

average or above-average intelligence was considered to

be purely a psychological problem which possibly might

be solved through use of a psychological approach. By

looking at the needs, both academic and personal, of the

individual child and by attempting to meet these needs;

by structuring the classroom so that these students had a

high income of esteem; by removing tension in the reading

situation; by providing for the diagnosis of needed read

ing skills under many and varying situations; and by

reinforcing those skills at various and opportune tLmes

during the school day when working in the content areas,

it was felt that it should be possible to bring the read

ing achievement of the problem reader to, or near, grade

expectancy. It was expected that an increase in achieve

ment in the content areas should take place; it was also

expected that there would be an increase in self confidence.

II. DEFINITIONS OF TERMS USED

Preble. Reader
t .•

. For the purpose ef this study, a problem reader was
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derined as that individual (with an 'average or above

average ability) who was achieving, as determined by the

test instrument used, at a level of one or more years below

grade expectancy.2

Grade Expectancy

The grade expectancy, for each problem reader, was

determined as the grade level at which a child could be

expected to achieve acoording to his ability on the basis

of the measuring instrument used.3 It sheuld be noted that

a child may have been funotioning below grade expeotancy

and still have achieved at the grade level considered

normal if a grade level measure were used.

PSlchological AEproacb.

The approach employed in an attempt to reach the

problem readers was defined as a psyohological approach

sinoe it placed the deep personal needs of the individual

as first in line for consideration. Observations were made

of the ten defined problem. readers on the pla1g~.ound, in the



classroom both in informal and formal situations, and as

they went to and from school. Conferences which were con

sidered exceptionally helpful in determining the children's

needs were held with parents. After carefully evaluating

the personal needs of eaoh cbild, consideration was given to

the academic needs of each as determined by measures con

sidered to be adequate for this 8 tudy. All of these factors

were then considered before it became possible to attempt

to reach each child through his needs. A psychologioal

approach thus enoompassed more than mere individual in

struction, more than mere recognition of individual differ

ences; a psychological approach required a deep, specula

tive consideration of the individual cbild, in toto, not as

part of a larger group. Striokland has defined this type

of approach.:

Taking care of irtdividual"difterenoes does mean'
prOVidIng for varying rates 'ot learning and varying
rites'otakill.- But it means also, and perhaps 'this
Is' even more important~ it means knowing and taking
care or the'd8epp~rson.alileedsot bors and girls so
thatwerel~aseflIlthepower they have to learn--to
reacb.'outW1th confidenoe and assuranoe tor eaoh. new
exper1ence.4

III. LIMITATIONS OF THE STUDY

Size of the Grou!

. Of the fortY' students tested 1n the self-contained

It.Strickland, !2. !!!., p. 127.
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classrOOM, only ten:students (eight boys and two girls)

were considered to be seriously underachieving, i. e.,

problem readers according to the definition. It was felt

that a larger number of problem readers might have provided

more valid results.

Length of the studT

The actual work of meeting the various needs of the

problem readers could not be begun until all testing, con

ferencing, and certain observations had been completed.

Therefore, the length of time involved in the actual ex

periment totaled only six months, fram November 1, 1963,

to May 1, 1964.

!!!Jectivitlof Teacher Observation

Although the experimental group was arrived at defini

tively through objective measures and although definition of

academic needs and reading skills to be taught was made

through objective techniques, it was recognized that evalua

tion of personal needs and self-esteem was reached by sub

jective techniques. It was decided to rely upon teacher

oblervation, even though sUbjeotive, tor the following
it:

k reasons: The aajor alsumptions concer.ned achievement, and

~ thil was measured objectively; had a personality rating

scale or test been used, objectivity of the measure would



IV. ORGANIZA'l'ION OF THE REMAINDER OF THE THESIS

The remainder ot the thesis has been divided into

7

Glock, Evaluating
Inc., 1959), pp.

not have been guaranteed; observation ot ohildren by

experienoed teaohers is oonsidered by many educators to

have some validity in evaluation ot personality tactors.5

Thus, it was noted that the size ot the group, the

period of time involved, and the sUbjeotivity ot teacher

observation in assessing self-esteem did place limitations

upon the study.

three chapters. Chapter II pres~nt8 the review ot litera

ture related to reading in the areas ot aOhievement,

problem readers, and reading and the selt conoept. Chapter

III treats the description ot the subjeots, materials,

and actual experimental design; provides a graphic picture

of the changes which occurred; and presents data bearing

on the significanoe of the changes. In Chapter IV are

tound the summary, conclusions, and recommendations.

.. . SJ~Stanle7 Abmann. and MarvIIlD~
'j511Growth (Boston: AIl~ and Bacon,
4-31.



OHAPTER II

REVIEW OF LITERATURE AND RELATED RESEARCH

Each year, much research is done in the field of read

ing. Since the time that compulsory education was legislated

in this oountry, parents, teachers, and even ohildren have

been conoerned with the reading process, which, in many

minds, is synonymous with eduoation. A complex process in

volving, according to Tinker and McCullough, the acquisition

of eighty-three different skillsl and involving the dependent

variables of perceptual development, intelleotual ability

and mental age, baokground of personal experience and environ

ment, auditory and visual discrimination, language as well as

S&D:soPY development, health, attitu.des, interests, social and

emotional development, and the independent variable of

instructional method and procedure,2 reading invites mani

fold interest.

Since this particular stUdy was concerned primarily with

achievement in reading by problem readers as related to the

se1f-conoept, the study of related literature and research

IM11es A. Tinker and Oonstance M. McCUllough, Teach
ing"Ele~.ntarlReading (New York: Appleton-Century-Crofts,
nc., 1,62), PP. 23-4:

2Henry p~ Smith and Emerald V. Dechant, PSJChOlogy !!!
Teaching Readl6! (Englewood Cllffs, New Jersey:rentlce
Ball, Inc., 19 ), p. 84.
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was concentrated mainly in these related areas. An attempt

was made to give as broad a view as possible of recent

thought and fin~~ under three headings: (1) achievement;

(2) problems; and (3) self-concept.

I. RECENT LITERATURE IN THE AREA OF ACHIEVEMENT

Of the studies reviewed, unanimous agreement existed

that teachers must learn a new and entirely different con

cept of a pupil's achievement than that of grade level pro

duction. TOrrance pointed out that traditional concepts of

underachievement and overachievement based upon a comparison

of achievement and intelligence quotient no longer make

sense. 3 He indicated that educators fail to take into account..,

relationships between capacities and needs of the individual

and the ability of the environment to supply outlets for

these. According to a particular school's philosophy and

definition of achievement, there may be many underachievers

and few overachievers; in others, the reverse may be true.

Differences in c~ncept even occur within the same school

between different classes, according to the philosophies and

definitions ot achievement by various teachers. There also

3
E. Faa1 Torranoe, "wWho Is the Underachiever?", NEA

Joarna1,_ LI (Nevember, 1962), 15-17. -
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exist differences in concept as to wnat type of pupil over

achieves and what type underachieves. TOrrance has found

that, in general, underachievers tend to have higher intel

ligence quotient scores and lower scores on tests of creative

thinking than overachievers. He cited cases in which under

achievement might have been related to teacher creativity,

pressure to conform, teachers t tendencies to place too

much value on visible industry, rejection of different and

original ideas and opinions, and authorita~ian methods ot

teaching. Actually, TOrrance placed much blame on teachers

for underachievement and concluded with a plea for a new

definition ot underachievement and an educational world in

which exists a new "concept ot underachievement, a concept

in which overachievement has no place, a concept which sup

plies its own ch~11enge."4

Robinson described five typical underachievers: The

slow .1earner, the retarded reader with normal ability, the

bright underachiever, the reluctant reader, and the cultural

ly or socially deprived reader. 5 She reported that the slow

learners, with intelligence quotients of trom seventy to

~bid.

5xelen M. Robinson, "Characteristics of the Under
achiev.er," ThelJ:r1deraeb.ie.,.er-inReadlniiproceedinfsof the
.Annual Conterence on Read,lif,li. Alan· oblnson, ad tor 
(OhIcago: tfiilversrty ot C~eago Press, 1962), pp. 9-18.
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ninety, learned at • slower rate than average in all school

subjects; however, reading achievement lagged behind all

other areas of learning as well as lagging behind reading

capacity. Generally, by the time the slow learner had acquired

the mental age and language facilities to learn to read, he

was beyond the grade in which beginning reading was taught.

In Robinson's experience, the retarded reader with normal

ability usually, talked better than he wrote and learned more

trom listening than from reading. Generally, he was frus

trated, as he really wanted to learn, and some were per

sonally maladjusted. Some hid their dissatisfaction through

contormity, while others were considered lazy.

Robinson defined the reluctant reader as one who has

acquired the necessary skills and ability to score on

standard tests, but ~ho never used his ability. The esti

mate of reading disability in the CUlturally and socially

deprived group she placed at 50 per cent. These children

needed more time for learning tasks; many concepts were not

in their speaking and listening vocabularies, and they

learned less from what they heard. She also felt that many

teachers were unaware of the problem with the bright under

achiever, as he scored average or above-average on tests.

Elementary ~eacbers concerned with classroom peI'formanee may

be UDaWue of Stich a student's potential for reading, and he
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may not be reoognized as an underaohiever until junior or

senior high school when there is a demand for superior read

ing in the content areas. Robinson challenged the schools

to accept full responsibility for reducing underachievement

as rapidly as possible. 6

Recent research on current practices by teachers in

teaching reading found that little is done about the gifted

underachiever; he is overlooked in tavor of the slow learn-

ing child. The Harvard researoh team found that the ratio

of remedial teachers to teachers for the gifted are one

thousand to one. 7

Carey ci~ed as the greatest danger in working with

the bright underachiever the underestimation of hi~ intel

ligence and overestimation of his reading achievement.8 She

brought out the idea that sensitive children may realize

they are not working up to potential, and, in some cases,

the brighter they may be, the more keenly will they feel the

hurtful consequences of their underachievement and so

~bid.-
7Mary C. Austln and Coleman Morrison, The First R.,

The Harvard Rei!rt on Reading in- Elementary aenao!s <lew
'!O'rk: The Mac iIanCompany, B63), p , 6. ._.

8Helen B. -Carey, "The Bright Underac~ever in Read
ing, ~ ·TheUn.~er~chiever.In--Read1!!!; Proceedings of the
.Annual~nterence on ReaaI'6f' H.lan Robinson, iQi tor
(oblcago: UnIversity ot C cago Press, 1962), p. 71.
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"establish the vicious circle in which underachievement

feeds on itself and creates its own obstacles to correc

tion."9 Oarey made the broad generalization that anything

which interferes with the individual's physical or mental

health may serve to depress his reading achievement. I O

Hardin, too, discussed the idea that it was highly

probable that the bright underachiever may become a remedial

case because of past failures by teachers to consider

interest level and attitudes toward reading and toward him

self. l l Or, underachievement may have been provoked because

of failure to motivate this bright student into a successful

reading experience. The bright underachiever may also be a

non-confOrmist, and his lack of conformity might provoke

teachers and peers. At the same time, he may fail to realize

Why he receives disapproval from others. Diagnosis, accord

ing to Hardin, must inclUde physiological, personality, and

educational factors. Attitudes, interests, and personality

characteristics of the bright underachiever are held to be

9~.

10 aIbid., p. 7 •

llVeralee B. Hardin, "Testing and Teaching the Bright
Und8raehieve~,"TheUnderach1everin Reading; proceedinfs of
the Annual Conference on Reading, H7 Alan Robinson, edt or
TObieago: UnIversity it dh!eago Press, 1962), PP. 146-50.
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vital factors in need of intensive and extensive explor

ation. 12

Of interest to many researchers in the field of read

ing were those factors or combinations of factors which were

considered by some as causal to underachievement and were

considered by others as merely being concomitant to under

aChievement. In a stUdy designed to call attention to

factors which operate as inhibitors to reading growth,

Robinson studied thirty-nine severely retarded readers, after

a thorough survey of literature had been made in order to

determine abnormalities considered operant as causes. 13

Specialists who were expert in each area were selected to

evaluate the abnormalities as basic to reading failure.

Correction of one defect at a time was made, and the effect

of this correction upon reading growth was noted. Anomalies

were not labeled as causes until correction of them led to

improvement in reading. The causes often appeared in con

stellations, and the composition of the constellation varied

with the child. Maladjusted homes or unsatisfactory inter

family relationships were considered to be causes among

l2I bi d•

13He1en M. Robinson, "Causes of Reading Failure,"
Education, LXVII (March, 1947), 422-25.
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slightly more than half of the cases. Emotional maladjust

ments recognized as severe by a psychiatrist were oonsidered

causal in about one-third of the cases. Visual defects were

found to be causal in about one-half of the cases studied,

while inappropriate adaptation of methods of teaching seemed

to be causes in less than one-fourth of the cases. Alexia

or some functional or structural deficiency in the brain as

identified by the neurologist seemed to operate as a cause

in less than one-fourth of the poor readers, and speech dif

ficulties were causal in less than one-fourth of the cases.

The only glandular disturbance found by the endocrinologist

was mild hypothyroidism, and that in less than one-tenth of

the cases; hearing loss was causal in less than one-tenth

of the cases. Intelligence and verbal ability were adequate

for reading in all of the cases studied. 14

Later studies tend to challenge the weight given by

Robinson to maladjusted homes and unsatisfactory inter

family relationships, although it may have been a matter of

lack of definition of those terms by Robinson. Mitchell

studied 141 sixth grade pupils in order to compare and

analyze actual reading achievement and grade expectancies

in relation to six factors which had been considered causal
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. 15to reading underachi~vement. These factors were: Broken

homes (equated with the fact that the child lived with his

mother and father), school transfer, non-promotion, low

intelligence quotient, premature school entry, and inferior

housing conditions (houses with an assessed valuation of

less 'than $5,000.00 were considered inferior). It was the

hypothesis that reading underachievement of boys or girls

was not significantly related to anyone of the six factors

or to any combine.tion 0 f the six factors. The sixth

graders were given the Science Research Associates Reading

Achievement Test and the Science Research Associates Test of

General Ability to determine both intelligence quotient and

grade expectancy. An underachiever was defined as that

student whose achievement fell one or more years below grade

expectancy. Data relative to the other factors were secured

through surveys of the school communities and surveys of

assessed property valuations, pupil questionnaires, cumula

tive records, and conferences with teachers and principals

of the schools involved. The hypotheses were confirmed.

It was found that reading underachievement was not signifi

cantly related to any of the six factors; neither was read-

15virginia White Mitchell, An Analysis of the Grade
Expectancf and Actual Reading Achievement of Sfit~rade
Pup!ls, W t3 Special Attention to s~x of the Possible Factors
in Readi~nderachievement(unPUbIrihea DOCtoral Disserta
fron, In ana University, 1962), 1-73.
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ing underachievement" related to any combination of the

factors; these six factors were found to be no more sig

nificant in relation to reading underachievement of boys

than of girls. Mitchell concluded from the study that

children may read in advance of their grade placement and

still be underachievers; current school programs provided

more adequately for children of low intelligence than of

high intelligence; the types of information found on most

school records were ineffective in helping teachers predict

reading underachievement; intelligence quotients were

inadequate indicators of expectancy; reading underachievement

may be represented by a group whose actual grade level

equivalents covered a range of many years. She recommended

that both achievers and underachievers be included when

studying reading achievement.

Mitchell's conclusion that current school practices

provide more adequately.ror children of low intelligence

than for children of high intelligence has been borne out

by the recent research on reading by the Harvard team of

researchers .16 'lhey found that elementary teache rs were the

first to admit that, due to pressures brought about by

large classes and over-crowded schedules, the gifted child

16Austin and Morrison, ~. cit., p. 102.
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was the one most oft&n neglected. The need for attenticn to

the slow learner who was having difficulty was so much more

apparent, that, "the conscientious teacher, in trying to do

the best possible job, often overlooks the gifted child

because his need for help in reading is less obvious."17

The research found numerous reasons as to why better pro-

visions were not mBde for individual differences. Time was

one factor, class size another. Others were: (1) Classi-

~ication of children on a graded basis and the underlying

pressures to see that all, despite differences in e~otional,

physical, or mental abilities, were exposed to the curriculum

designated to the given grade so that they might be pro

moted to the succeeding grade. (2) Pigid classification of

msterials on a graded basis and the reluctance of teachers

and administrators to allow children to progress vertically

into materials of the next grade. (3) The inability of the

teacher to rid herself of the concept that she was only

expected to teach the content appropriate for her assigned

grade. 18

Wi~ suggested that the self-contained classroom

proY.1ded the best setting for diagnosing and aiding the

11I bi d •.............
18rbid., p. 5.
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underachiever in reading.19 He stated that teachers shoald

be able to command all techniques for aiding the under

achiever, including informal techniques such as classroom

observation, conferences, the informal reading inventory,

and directed reading activity. He concluded that teachers

must convince the underachiever that, by his own efforts,

he could change his status, and that the more a child

believed this, the more likely his potential would be

realized.

Curry studied 1,713 sixth grade children from a large

city Bchool system to determine some of the characteristics

of underachievers and overachievers, and, if possible, to

clarify any misconceptions regarding conditions which might

be influential in bringing about overachievement or under

achievement. 20 Data were obtained on the children's chrono

logical age, intelligence quotient, sex, socio-economic status,

scholastic achievement, and information as to occupation of

mother. Measures used were the California .Test ~ Mental

Matur1tl, California Achievement .!!!.!, and questionnaires

to parents. Conclusions were: The number of overachievers

. .19AnthODY P. Witham.,·Techniques tor Identifying the
tTnderacb,lever,." The Underaebiever iii Readil!; ProceedirtS of
the· Alma.l Conterenee on Reading,· 17 Alan "Obinson, ear01'
\Chicago; 'Diversity it Chicago Pre.s, 1962), pp. 23-7.

2GRobert L. Curry, ·Certain Oharacteristics of Under
achiever.and OTerachlevers," Pe.bodl Journal of Education,
XDIX (July, 1961), 4l-~.
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and underachievers was almost equal--lll underachievers and,

116 overachievers; these groups each comprised approximately

6 per cent from the population of the study. Boys out

numbered girls two to one within the underachieving group,

and girls outnumbered boys more than two to one within the

overachieving group. The underachievers were those who were

more capable students, while the overachievers were pri

marily those who were slightly below average. The under

achievers were achieving almost one year below actual grade

placement; the difference in chronological age was signifi

cant, with the overachievers being five months older than

underachievers. The number of working mothers of children

in the two groups was nearly equal. The middle socio

economic group contributed a larger number of underachievers

and overachievers than the upper and lower groups. This,

however, was to be expected since the population in the

middle group is larger. In underachievement, the upper socio

economic status group contributed three times the number con

tributed by the lower socio-economic status group.

Spicola studied 381 sixth grade boys to determine the

relationship between reading achievement and the seven

variables of chronological age, mental age, socio-economic

index, 'self-concept, school entrance age, sociometric status,

and educational level of father, and further, the relation-
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ship between the self-concept and chronological age, mental

age, socio-economic index, school entrance age, sociometric

status, and educational level of father. 21 Adequate measures

were used in all instances. A coefficient of correlation

was computed for the variables, testing the correlations

for significance at the .05 level of confidence. A positive

significant correlation was found between reading achievement

and mental age and reading achievement and self-concept, as

well as between self-concept and mental age and self-concept

and educational level of father; a negative significant

correlation was found between reading achievement and chrono

logical age, reading achievement and socio-economic index,

and reading achievement and educational level of father, as

well as between self-concept and socio-economic index. No

significant correlation was found between reading achieve

ment and sociometric status; no significant correlation was

found between self-concept and chronological age, self-

concept and school entrance age, or self-concept and 80cio-

metric status. The statement was made that the negative

correlations between reading achievement and sociometric

status and self-concept and sociometric status were the

result ot the scoring devices. Spicola stated that the

21Rose Frances Spicola, "An Investigation into Seven
Correlates of Reading Achievement Including the Self Concept,"
Dissertation Abstracts XXI '8, (Ann Arbor: University
Microfilms, Inc., 1961), p. 2199.
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intelligence concept'was found more discriminating regard

reading achievement than the general self-concept, since

many more boys perceived themselves as inadequate than

actually were low in ability according to the standardized

test and that boys perceiving themselves as very low in

learning ability were lowest in reading achievement, even

though average in mental ability. This view of intelli

gence concept is but one aspect of self-concept and should

be treated as such.

Underachievement at the beginning stages of reading

instruction has long been of interest in research. For, if

underachievement occurs during initial instruction, it is

later compounded as the child builds a faulty storehouse of

reading skills upon the shaky foundation of underachievement

in the initial stages of learning to read. Some educators

have felt that raising school entrance age might cure many

of the achievement ills in beginning ~ading. Recent re

search at Boston University has confirmed the fact that

teachers of beginners need to look more closely at achieve

ment, its definition, and causes; however, their studies

have found no support.~for the idea that raising the entrance

age will affect reading achievement favorably.22 It was found

22Donald D. Durrell and Helen A. Murphy, "Boston
University Research in Elementary School Reading," Journal
of Education, CXLVI (December, 1963),3.
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dictor of success. It was recommended that teachers search

25
~., p. 5.~bid., p. 4.

ness for reading in and of itself was not enough as a pre-

which affect initial reading achievement. Gavel tested

1,506 children on relation of September knowledge of letters

to June first grade reading achievement.25 All of her tests

of letter names correlated higher with reading achievement

than did mental age. Olson provided evidence of the

importance of letter knowledge in acquiring a sight vocabu-

that nine months difference in chronological age was accom

panied by only three months growth in mental age for some

children and that "appaz-entLy nine months of maturation at

home were not especially profitable in terms of reading

readiness. n23 Studies which inquired into the later achieve

ments of differing ages at first grade entrance found that

the younger children maintained achievements which equalled

that of the older children and that apparently it was no

handicap to be among the youngest group to enter first grade.

It was also learned that mental age as an indicator of readi-

for more specific factors in the prediction of beginning

reading achievement than those in tests of mental maturity.24

Their recent research has uncovered other factors
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determine the interrelationships of personality, socio-economic

backgrounds, and ability and the various approaches to teach

ing reading~ "particularly at the initial stages of in

struct1on.n30

lary; he ooncluded that while a knowledge of letter names

did not always assure high reading achievement, the lack of

that knowledge assured low reading achievement. 26 Another

study of reading achievement in elementary sohools found

girls superior to boys at all grade levels. These differences

appeared in the reading readiness stage, and the origin of

these reading differences was found in lower peroeption

ability for word elements. 27 Harrington found that the

28
~., p. 28.27Ibid., p. 6.

and Morrison, ~. cit., p. 221.

.26I bi d•

29Austin

~Md.

faotors which affect beginning reading achievement are, in

descending order: Knowledge of phonics, visual disorimina

tion, aUditory disorimination, and mental age. 28

As a conolusion from their comprehensive researoh in

reading, Austin and Morrison reoommended that no single

method of instruction in beginning reading be used that that

a variety of approaches be utilized and that these be adjusted

to the needs and competenoies of the individual children. 29

It was further recommended that research be initiated to
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In being concerned with underaehievement in reading,

the immediate task, or course, is to remedy the retardation.

A major task also is to determine the extent to which the

schools contribute to underachievement. Four million

children in the schools in this country are und~rachievers.3l

II. RECENT LITERATURE IN THE AREA OF PROBLEMS AS

RELATED '1'0 COMPLEXITY, CAUSATI ON,

AM> DIAGNOSIS

In considering vital problems related to under

aohievement, recognition must be given to the oomplexity of

the reading task, the multiplicity or factors related to

caasation, and the railure to make proper diagnosis.

Successrul reading is achieved in the same manner in

which other successful learning experiences are achieved,

and methods or teaching are related to the learning process.

In one, sense, teachers have no direct control over a child's

learning. Instead, they exert an indirect control over it

by selecting, ordering, and presenting the tasks to be learned.

These tasks mUlt be manipUlated proressionally so that the

child's learning is facilitated by appealing to his 'interests,

3lconstance H. McCullough, "The School's Concern
wlthtbe UDderaehiever,"Tne Underachiever in Reading; Pro
ceedings' of the Annual Coii?i'renee on Readins., H.' Alan
Robinson,-'d1tor (Chicago: Urilverirtyot Chicago Press,
1962), p. 8.
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by cognizance of his ~evel of physical, mental, and emotional

development, and by being aware of his established compe

tency and potential. The teacher who guides children to

mastery in reading faces a complex task. 32

Smith developed the idea that retardation is a matter

of degree and that there are levels of retardation; each

level tends to be charaoteri.ad by its own symptoms and re

quires its own remedial teChniques. 33 He further stated that

retardation might be general or specific. General retarda

tion should.reter to a low level of reading ability as com

pared to mental. age. Specific retardation suggests a weak

ness in a specific area or areas. He indicated that re-

tardatlon could also be considered as a limiting disability

or a complex disability, the limiting disability being con

sidered as serious deficiencies in basic skills which affect

his entire reading growth whereas complex disability would

involve severe reading retardation as snown by a marked dis

crepancy between his achievement and ability; in addition,

the Person with complex dis~bility would show sYMptoms of

personal prob1ems, tension, and antipathy to reading.

Austin concl.ded that failure on the part of a student

~~.Au.8~t:1nand Morrison, !R.~ cit., p. 11 •

. 33s- oI t·h· , it 4'.»1iIJlU. .2.£.~., p. ., •
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to develop certain skills and abilities, as well as any

tendencl to overemphasize some skills to the exclusion of

others or to use faulty approaches, might handicap his

entire reading growth. 34 Deficiencies in comprehension, word

identification, or any other of the skills basic to reading

success are common defects among disabled readers, and their

presence in isolation or in combination must be dete~ned

before an effective instructional program could be defined.

The differing instructional needs of children of the

s'ame achievement were studied by Baumann. 35 Children in

grades two, four, and six were given a series of tests in

the various sub-skills of reading. The 160 children in

each grade, were divided into quartiles on the basis of

reading achievement tests and teacher ratings. Scores on

the various subakill tests brought out that children of the

same level of general reading ability were in qUite different

quartiles in subskills. Some of the subskills in which there

were wide spreads of abilities within the same general achieve

ment were: Word analysis, use of diacritical marks, diction

ary location of words, oral reading speed and errors, written

~ ~ ,

Mary C. Austin, "Diagnosis of the Retarded Reader,"
Tn. Underachiever in Readi!!; Proceedings of the Annual
'Biii1'ereDce on Readmg, H~ ran Robinson, eaI'tor (Chicago:
University Of Chicago Press, 1962), p. 36 •

.3S ,"
Durrell, !E.. ill., p. 46.
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and oral recall, and elaborative thinking in relation to

reading. The conclusion was that ability grouping in read

ing does not eliminate the need for providing for individual

differences in reading subsk1lls.

Long studied retarded readers in second, fourth, and

sixth grades whose scores on Test R of the Iowa Test o~

Basic Skills tell within the lowest 10 per cent of their

respective grades. 36 The SUbjects were thirty-four students

randomlY' selected from the ninety or above intelligence

quotient range at each grade level and seventeen randomly

selected trom the below ninetY' intelligenoe quotient range.

She found that deficiencies exhibited by retarded readers in

word recognition and word analysis were most frequent in the

lower grades; that the amounts of retardation in reading

exhibited by retarded readers increased through the grades;

and that deficiencies exhibited by retarded readers in oral

reading, silent reading, listening comprehension, and general

comprehension were most frequent in the upper grades. She

also found that retarded readers with intelligence quotients

below ninety have basically the same reading deficiencies as

those students with intelligence quotients above ninety;

that teachers of retarded readers did not instruct the

3'Donna Janet Long, "An Analrsis of the Reading Dif
ficulties of Retarded Readers in Second, Fourth; and Sixth
Grades,"Disserta'tion Abstracts XX, '1 (Ann Arbor, Michigan:
University Microfilm, Inc., 1959), PP. 924-25.
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students on their appropriate reading" levels, and they over

estimated the student's reading ability; and that teachers

of retarded readers were not aware of reading deficiencies

at the grade levels where they most frequently occurred.

Smith reported that because students have diverse

needs and an uneven development of reading skills, individual

instruction must be provided. 37 This did not mean that each

student must be taught one at a time, but it did imply that

grouping within a classroom must be flexible enough that the

individual needs of each retarded reader would be continually

met. Instruction should be individualized and should be

based upon a diagnosis of the reading difficulty. The cli

mate for remedial instruction should be one in which a

student could make progress, and the retarded reader should

be accepted as a person and at his level of development.

Smith emphasized that reading and the entire program

of growth and development are interdependent. 38 Differences

in physical, social, emotional, and attitudinal development

require a different approach for each. When one adds to

the problems generated by these diverse developmental growths

37 .
HelenK. Smith, "Corrective and Remedial Instruc

tion," ~ Underachiever in Readinf; Proceedings of ~
Annual Conference on Read'Iiif' H. A an Robinson, eartor
('Chicago: UIi1versrty of Ch cago Press, 1962), pp. 41-9.

38 . .
Smith, ~. ~., p. 377•
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the problems which stem rrom dirrerences in intellectual

development, the complexity of the reading problem is more

readily understood. The range or achievement levels by the

second grade is ordinarily about tour grades, and by the

sixth grade, reading achievement may vary by seven grades.

This tremendous range of 8 chievement requires a reading

program that provides all children at all levels with needed

reading skills. A single standard reading program fails

to adjust to the wide variety of individual differences in

reading and is delimited by grade levels, althoagh develop

ment is not thus limited and needs cannot thus be limited.

Prob18~ are caused. Although some research listed

causes which directly led to reading failure, Harris

empnasized that it,is misleading to consider anyone factor

as Lf it were an independant cause in itself. 39 Using as

definition for caQse, nThe relation obtaining when a given

event called the cause invariably precedes a certain event

called the effect,·40 he reiterated that causation is a

tr~ck1 question. The problem with this de~1nition in rela

tion to reading is that an invariable relationship between

a possible cause and a reading failure has never been found •

. '

3'Albert J. Harris, ·Causes of Reading Retardation-
Ari Eva~i1~ti.on, "_!R.port .. ~ttie.S1xteenth_Annualconterence
and 00ur.8, Ol'1Readlnf' Corree:trve_aiid'Re1ledIat, ReadIng ..
TPrt£.burgb~Dlv.r8 ty ot pittSBUrgh, 1960), p. 22.,

40Ibid.-
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He nas classified areas of causation under the two' broad

headings of constitutional and environmental. TInder con

stitutional, he placed sensory handicaps, neurological

handicaps, endocrine proble~, and problems relating to

sidedness and directional confusion. Under environmental,

he placed socio-cultural factors, educational factors, and

emotional factors. Among educational practices which have

contributed to problems in reading, Harris cited as the

most prominent the failure to meet and provide for individual

differences, motivation (he felt that some children stop

learning as a revolt against boredom), and failure to

diagnose errors Cjuickly.41

.AwJtin, too, has wri tten of the multiple causa tion

inherent in reading disability.42 She has found just three

general physical factors. causative: Malnutrition, infec

tion, and endocrine disturbance. Hearing, as well as vision,

was cited as ~portant also, since reading is dependent on

language development. She co~cluded also that personality

diffiCUlty may often be a cause of reading failure or

result from it. ·otten, but not always ••43

41Ibid., PP. 21-30.-
42. Austin, ~. cit., p. 38.
43tbid.--.,..
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Ort listed six:obstacles to reading achievement which

are in need of conversion.44 (1) Teachers must realize that

there are man;r aspects to learning and must give the child

happy, good, enriching concepts. As teachers "write these

factors into the child t • personalit;r, the;r must entice him

into wantins to read.,,45 (2) There is need tor appealing

materials for the bo;rs and girls to read. For the child who

"catches" the reading process late, there is a gre~t need

f~r content materials having a basic beginning vocabular;r

but with a high level of reading interest, clearl;r stated

coneepts, and a for.mat to invite reluctant eyes. (3) There

is a need for honesty in taeing the problem by the child.

The teacher who fails to be honest with the child is

neither kind, fair, nor intelligent. (4) There is a need

for experimentation as to the best Methods with problem

readers. (5) There must be prevention of reading problems.

Emphasis is on remedial work, and there is a need for

greater emphasis on sound practices, especially ~,oward

imtiatory practices. (6\ Something mus t be done about

st~d.nt a~athy. Ort suggested that the worst drop-outs

are those who are in school in reality, but whose minds have

-
.. 44r.. J'~' 'ar-t', '"Ree;i.:bsgDifficu..lt'ies, A' Oontributing

Fa'cliQr·,~()l1nderach.1evem.entahd-Fii·ll1re in' School, It
:lxce p t i o! a l , Ob.i 1d , XDIII, (Har. 1962), 490.

, 45.1014.-
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not been invited to stay in the classroom,46 ,

Causes of reading underachievement, it can be stated .

with accuracy, are many and ,varied. However, this is the

only statement about causation that can be put forth as an

absolute.

Harris suggested a cammon-sense attitude on the part

of teachers toward diagnosis.47 He fQand that the term. h,as

seemed formidable to 80me teachers and said that it should

be taken from its medical setting. The word diagnosis

comes from. Greek roots which mean ,tto know through or to'

know thoroughly.·48 In education, it refers to a straight

forward process of wanting to find out what is wrong, what

caused it, and what can be done about it. Therefore,

diagnosis is nothing more than application of a straight

forward, common-aense, problem-solving approach to the study
,

01' children who have difficulties' in reading. It is done by

use of th~ common question words--wQo, What, Where, how,

and :"b,y.49

Austin reported that, indiagnosla, too many teachers

46Ibid., pp. 489.'2.
~

,·41Albert'j~ Harz.is"·"'Tb.eni'agno'lis of Reading Dis
abilitie., nA-Re" ort ·Ol''''tb.e' Si,Xteenth 'Annual' Conference and
Couse on" Reid , , Corremve" and"Rem.edial' 'Re'ad1ng
(fittsbiig: : verslty of plttiburgb, 1960), 31.

48". lela.
~"

49I!!.!., p , 37.



misinterpreted test r,aults, placidly accepting a 6.2 grade

placement score, rather than looking beyond to mental age

and expectancy.50 She recommended that group reading and

intelligence tests, teacher observation~ informal tests,

and school history all be included as diagnostic tools.

She cautioned teachers to use a group intelligence teat with

little or no reading, otherwise the results would reflect

the disability in reading rather than the probable learning

rate.

Smith recommended that the skillful teacher use every

available means for making the best possible diagnosis. 51

But, he emphasized, identification is not enough. Diagnosis

is meant to lead to remediation, and in making the transfer,

recognition must be given 'to certain dangers. Sometimes the

child's symptoms may lead a teacher to take faulty steps
,

toward remediation~ and what may appear to be a cause of

ditficulty might be qUite unrelated or may be a result or a

syDiptom of his problems.

~'lhe Harvard research team tound that all too otten

e~ildrenwho should have been given special help in reading,

'either because they were advanced or disa):>led ,were not

iden.titied antil the intermediate grades.52 In'tact, they

~~AUIt1J;J.,- .2i.~, 01 t ~ , ,. p. ,,34.
~~ tb., !E... Ctt. ,:p.4?8.
$2Austin and Morr1.on~ .2E,., cit., p. 231.
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learned that in some systems disabled readers 'were not

permitted to have corrective instruction until they had

failed repeatedly within the regu.lar classroom. This is a

regrettable delay" since the f'actor which contributed to the

initial disability may compound. Theyf'ound also that able

readers who were offered instructional programs, which neither

challenged nor stimulated their ability sQmetimef! became

reluctant or underachieving readers. They recommended that

gifted and disabled readers be identified early in the pri

mary grades and that perso~s who were selected to work with

exceptional readers be well prepared for these roles as

well as having been successful classroom teachers.

III. 'READING AND THE SELF-CONCEPT

In conside~ing the relationship o~ personality and

~eading" two basic tenets must be accepted:~ere is a

definite relationship between reading ability and self'

concept; the self-concept is basic to personality. Much

of the literature is concerned with which is cause and which

is effect. This stUdy is not. It is held that pr~bably
\ .

either may be cause or effect. As the classroom teacher

obserTea a child whose reading ability is low and whose

~elf-conc.~t i.poor" he shou.ld be primarily concerned
, .
with r.itediation of botb; cause and effeot are pertinent"
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but cure is paramount.: Neither is this' research concerned

with the multi-faceted aspect of personality or with the

ways in which personality disorders express themBelves,

except as the self-concept, as esteemed, or net esteemed,

relates to personality. It was believed that personal needs,

as representative of self-esteem in the concept of self,

provided channels through which a teacher of reading might

travel toward some success.

Why does reading cause so much trouble? "Reading is

the most personal and least structured of the for.ms of

communication which depend on printed symbols ••• it

symbolizes growing up in our society.tt53 McKillop pointed

out that nobody ever learned to read without taking a

chance--on a word, tor examPle.54 Yet, to some children,

~his might be dangerous; one could be wrong, apd being

wrong could be bad. The complex perceptual task of read

ing reqUires the ability to think abstractly--it must be

~earn~~- ...but~, el:8!o,'Nadln.g Is i.llll1ierpeNonal. It is a

form of comm~icationwhich may failbecanse'the individual

may not kmow _~he language or does ,not want to communicate.

He may not want to communicate if he is fearful or angry;

"

53Ajiji.-McKil10P, "Meeting the Needs'ot'Retar'ded and
Gifted" Readers , te' BEilit.'r Reaaers !or"OurTimes,'W111iam S.
Grilt '$DI' Xaner-'·U r r1c)t, ',:. al t or s · 't1f8w"'"YOrk: Scnolastic
'H.e.gaZ1D.$8, 19,,6), p. 1214..

54rbid~-
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he may be fearful if ~e thinks he is no good--if he thinks

he ~ot do this difficult thing--oannot learn to read.

"A child said, 'It feels bad inside. t How oan we expect him

to break a word into syllables, sound out each part, or use

a context clue if his energies are tied up .in feeling bad? 1t55

McKillop concluded that a child's reading is as truly an

e~re~sion of all that be is as his wa~ of walking or talk

ing, as his interests or friendships.56

strang gave the opinion that to fail in reading is to

tail in one of the ehildts most important developmental tasks

~s many parents and teachers see it.57 Sensing this, the

child becomes insecure, anxious, and tense, conditions that

further defeat his attempt to read. Of central importance in

serions readi~ cases is the way in which the individual re

~~rds himself. Repeated experiences of failure accompanied

?y dlspa~aging comments from other people n~lp create the nega

tive selt-concept so often found among poor readers. Self

concepts are learned. They are built up in many.subtle ways;

they derive in part from negative comments ot parents,

teachers, and friends and trom repeated experiences of

5S '" .
. _.Ihl~ ~ ~ p ~ 122.

?6!~*~., p. l23~

.~7i,tuJ~ ~$traDg', Pbn;ftance:l!fcCUllough~andArthur K.
TraXler, .. me :.Impr.ovelieat ,.!! ReaU-nsJNew York: McGraw-:a:ill
Boek Oompanr, rnc., 1961), 275-86. .
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failure. Self-confidence is reinforced by experiences of

success. By helping s tadents toMa.nt'te theirself-ooncepts,

one .can help them change their ways. Strang warned, however,

that this is easier said than done, as the self-concept is

deep-rooted. Emphasis was given to the fact that classroom

teachers should be equipped to bring to each individual case

baok,ground knowledge of complex causation of reading diffi

culties, the dynamios of behavior, the pS1cholo~y of learn

ing, and the best methods and materials essential to the

teacbing of reading.

One of the earliest studies concerned with the rela

tion of reading and personality was that of Hincks.58 She

studied ch.ildren of. normal ability who. apparently were

·unable to learn to read; conclusions were that a vicious

cyole arose~hen the reading dif£iculty added to the tense

nessand nervousness of the child which further inhibited the

learn1D~ process. All ·of this became a source of irritation

to parents so. th.at a general family: and school maladjust

ment occurred.

'. In contemporary thought, Tar jan agreed that pel'S onal

interaetion between the child, his parents, and other sig

nificant adults i. 80 complex, 80 pertinent in ita effect

......_-----~

jt;-·R.ft.lr~.~·~~~;~rr"..':i~i;s(:.;::tl~;~lll~~~:adijnf~:~:ity
:P.s, 1926,,- PP. 1-90. '.'.. ...... .
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upon children, that n~personality'evaluationcould be con

sidered complete witbout accounting for the intricacies of

these relationships.59 He further indicated/two inconsis

tencies about the schools in relation to personality develop

ment. It is said on the one hand that a child who does the

best of which he 1s capable is erititled to a feeling of ade

quacyand success,. but on the other hand, the teachers are

jUdged through the achievement of pupils measured along

standardized scales. It is also stated on the one hand that

the primary obligation of the school is the teaching of sub

ject matter, but insistence is made that the teacher mold

the students toward a preconceived prototype- of' the good

citizen even though many ot the basic personality traits

needed tor success have been determined in the home prior to

entry in the school.

Gannmade a careful stUdy of poor readers, average

readers, and superior readers to determine whether there

were real differences in the personalities of retarded

readers '!S co~ar~d with :per8onal~ti~s .of successful readers. 60

Thirty-four poor readers were matched with the same number

59George Tarjan, 1t'lb.e Ohild," tl:\e Parent ~ .', arid the
'reacher,· "ClarelilontReaiing'Conference'; TWenty-sixth Year
boolt:"'1Yfalcoiii "p~ '1)0uglass, eaitor (California: Claremont
1lriiIier•.1t1,~~,11.~~~ 19~2Jf. PP-. .34~7 ~

...• ·60B• 1th Garm; ·"a..ing ])1t'f'1eltlt ~ a.rid".'Per8ona11tt
Orsanlzatloll.(JJew Yer: fing's Crown gess, I~45) ,pp. 1-140 •
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of average and superior readers. The children were from

~ varied school situations. The three groups were given
'J
~l.

! intelligence tests, reading tests, and personality tests

(the Rorschach was one measure) in order to deter.mine whether

the personality of the poor reader did not fmnction in a

leis harmonious and comfortable manner, to determine whether

the poor reader did not feel less confident about himself and

his abilities, arid to determine whether he did not feel inse

oure in relation to people. She concluded that poor readers

were emotionally les~ well-adjusted and less stable, that

they were inseoure and fearful in relation to emotionally

challe~ing,situations,and that they were sooially less

adaptable in relation to groups. Gann indicated thatoon

sideration of reading difficulty cannot be made apart from

personality adjustment and attitudes toward the reading

experienoe.
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to evaluate basic peraonality adjustmen~ in terms of dynamic

structure and in terms of time relationship with regard to

reading experience; and the use of the technique in a test

retest pattern to afford opportunity for investigating the

nature of change concomitant with success or failure in

reading. The subjects were a group of children who entered

the Laboratory School of the University of Chicago in

October, 1948. This is an atypical school in that the

majority of fathers of the children in the school are in

the professions or are successful businessmen; the median

intelligence quotient of the sUbjects was 132.7. The children

were given the Rorschach Test shortly'atter beginning school

and again in Oct~ber, 1950, two years later, in order to

appraise personality adjustment of the children early in

first grade betore they had any formal reading experience

and again at the beginning of the third grade when their

level of reading achievem~nt could also be determined.

~upi18 were characterized as suceessful or unsuccessful

readers on the basis of their performance on the Chicaso

' ••dlnSj,Test, waienis always administered at the beginning

of third grade. :Nine boys and two girls were classified as

&nsuccessful readers. The conclusions were interesting:

Both successfal and unsuccessful readers tended to be highly

r,__ spe:a.ive tE) ~~eir enVironment; the reaction of the success-

, till grollP tended to be JUGre impulsive and less mature than
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that of the unsuocess~ul group. The suooessful readers as

a group perceived their environments with a somewhat higher

degree of aoouracy than did unsucoessful readers. The un

successful r~aders, especially the boys, gave more attention

to minute, unimportant details than di~ successful readers.

lJ.he unsuccessful readers showed less feelings of' inadequacY'

and anxiety than did the successful readers. The successful

boys tended to be somewhat more introversive tban did the

unsuccesstul boys, while the luccessful girls were described

as well-adjusted emotionally and intellectually. As to

wh.ether or not the technique showed a change in personality

factors aecompany1.ng lack of success in reading, it was

:found that althou.gtl the capacity for mature, interpersonal

relations was retained, ·there was a marked increase in the

quantity of atrective energy and capacity tor environmental

contact in. the area of imma~re and impulsive emotional

reactions •. In jUdging the technique as a prediotor ot'read

ing diffiCUlty, Solomon stated that there was some impli

cation in tn. tact th.at tbe intellectual approach. ot the

potentially unsuccesstul reader. indicated preoccupation with

ma1aportut details and peroeptual iJ'laceuracl. In noting

the conclusion that the successfUl readers showed greater

. ~.ell:ngl of anxiety and inadequacy than did the unsuccessful

readers, 'the. study contained two: serious dra-backs which
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should be noted. First, this was not a typical school

"situation, and second, limitations were placed upon the

study by the fact" that these children had completed only

two years et education. S0lomon stated that the beginning

of grade three was chosen, among other reasons, because the

·second andthlrd grades have been characterized by Gray

as a period of rap~d growth in f~damental attitudes and

habits of reading.,,62 Had testing been done at the end of

grade three rather than at the end of grade two, results

might well have been different. The statement that lack

of suceess in reading accompanied affective energy increase

in the area of immature and impulsive emotional reactions

indicated to the writer. that difficulties migat have com

pounded as tne unsuccesstul reader progressed through school.

Homze drew an interesti:ng hypothesl,s between the

efteeta of reading and the selr~coneept.63 She cited five

gene.ra1" areas in which reading has an effect: The instruc

tional etfect, the prestige etfect, ~h.e aesthetic etfeet,

the respite effect (results from reading that relieves

tension), and the reinforcement etfect (reSUlts from reading

that reinforces ene's attitudes). Boeks aid pupils' under-

62· ..I.ieh, P. 68.
~

63AlJaa-(fross Romse, ItReadlng" a~d ~ the Self-Concept, It

• E1...ntar l , Bl!gll,h.,XlXIX (March, 1962), 212.



standing of themselves:and their personal environment, com

prehension of social proble~ and issues, and finding escape

or entertainment. The effect of books depends upon the age,

sex, education, income level, and group membership of a

person. For most children, group membership is most im

portant. The self-concept, Homze defined a8, "The person as

known to himself, particularly stable, important, and typical

aspects of himself as he perceives them. n64 The social

forces which act on children and help them torm their selt

eoneepts are widely varied. The first foP.m of communication

for the child is through empathy. When language develops,

the child has a more precise form of oommunieating. As he

begins to recognize others and accept them, he begins to

recognize the power of others and his position with other

people becomes clearer. His self-concept has evolved from the

time when he was alone most of the time to the period when

he identlfiedas a person through his beginning socialization;

when he reaches sehool age, the development of his self-

·coneept is as dependent on social contacts as on language

development. The actions of peers determine mach of the

.ehavier he .asaames, and the ability to identify with others

is sa important fac~or in the development of self-eoncept.

The actions which he assumes that are satisfying and rewarding,
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developing a child's attitude toward himself as a reader as

well as developing reading skills, and such programs should

include many successful reading experiences to help build
- -

the child's confidence. 66

Lumpkin examined the relationship between the self

concept an~ achievement in reading. 67 Twenty-five over

achievers and twenty-five underachievers were matched on

the basis of chronological age, mental age, sex, and home

background. Comparisons were made on the basis of a

variety of instruments designed to explore self-concept,

teacher perception of the child, and peer relationships.

It was found that there were significant relationships

between self-concept and achievement in reading. The over

aohievers revealed more positive self-concepts, higher,
levels of adjustment, and saw themselves as liking reading;

they were viewed positively by both teachers and peers.

The underachievers in reading had significantly lower

scores in all areas of academic achievement, they mani-'

fested a predominantly negative perception of self and a

desire to be different ,from the self as seen, and expressed,

to a statistically significant extent, feelings of conflict

more frequently. They were viewed by teachers as manifesting

, .z 1 ..." ,"_ Ibid., 213-15.-----, '... ~.. ,

67DonaTari'J:j.Lumpkin, "The Relationship of 8el1'
Concept to Actlievement ihReading,ftDissertation'Abstracts,
XX "-1 (Aiui A:t'bor', 'Michigan: University MIcroliiiTi, Inc.,
1956), pp. 204-05.
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high problem frequency. Lumpkin concluded that achieve-

ment stems from intrinsic motivation as well as from en-

vironmental responses to the achievement, and that the life

experiences of the underachievers have contributed to

negative feelings concerning themselves, and their world,

which are manifested in lack of achievement.

Roth studied three reading improvement classes for

freshmen at the University of Texas to test the hypothesis

that there were significant differences among self-percep

tions of Improvers, Non-Improvers, and Drop-Outs. 68 The

sUbjects found themselves in a situation which pressured

them to change; the kind of change reqUired was one from

within. This condition produced a force upon the individual

about which he was expected to do something. How open he was

to the experience determined how he perceived the situation.

If he saw it as a threat, he could change his self-concept

commensurate with and including the new experience. Roth

agreed with the theory of self as posited by Rogers:

Any value entering this system of organization of
self-valuation which is inconsistent with the
individual's valuation of himself cannot be assimi
lated; it meets with resistance and is likely, unless
the general reorganization occurs, to be rejected. 69

q8Robert M. Roth, "The Role of Self-Concept in
Achievement," Journal of Experimental Education, XXVII
(June, 1959), 264. - ,

69!.!?!£., p , 265.
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Students were compared on acadeDdc aptitude, The--

American Council2!! EducationPsycholosicalExamination, a

diagnostic reading test, and a sentence completion tech

nique which measured various aspects of the self-concept.

Roth hypothesized that since this program pressured the

individual to change, he would either be open to the situ

ation and change, or he could avoid meeting the demand by

either distorting his perception of the situation or by

denying it entirely. According to the Rogerian self

theory, he would deny or distort the experience as a de

fense against inconsistency with self-concept. He would

consi-der it more important to maintain a conception of

self than to integrate experiences which might necessitate

changing the concept. This condition occurs when the self

concept is used as a de.fense against tb.reEl.'ts. The theory

thus proposed was that with all other factors equal, those
I

who did something constructive .from the experience would

demonstrate less defensiveness in their concept of self as

a reader than those who did not do as well. If an indi-

vidual's concept of self as a reader were defensive, it

would be an expression ot a more permeating defense system

which would be manifested in concepts other than reading.

The b.ypotheJll. W8,S confir:med. '!he data in the study clearly

indicated ~b.at not on11 1s the self-concept related to
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achievemeat, but that ~nter.mB of conception of self,

individuals have a definite investment to perform as they

do. 70

In an attempt to determine whether a personality

pattern exists which is common to successful readers,

Keshian selected by random sample seventy-two fifth grade

children from over four-hundred successful readers.?1 Boys

and girls were represented in equal numbers and were

equally distributed in the low, average, and superior intel

ligence ranges. Case studies were made of each, including

parent interviews, questionnaires for each of the children,

data from the teacners, the Stal'lfordReadingTest~;Iowa 3RT

ASl?ects,~t P~t's()na~~~l"and the California !!!.! of Per

aonalitl. The correlation between the scores 01'1 tests of

. personality and reading was .40; however, one should bear

in mind that only successful readers were included. The

study indicated that reading success did not seem to b. the

resalt of any single factor s~ch as personality or intelli

gence. Rathe~, it W~8 demonstrated that success in reading

was the result of a combination of factors, one of which is

an'integrated personality. No single personality type or

7G
.. .Ibid., PP. 265-81.
, .

71J .',e..X.anian",' '''18' 'There aP.rsonali ty Pattern
Coilmlon' to .hec••stul·- Readers,· El.m.nt~rlEngI1sh, XXXIX
(March, 1962), 229-30.
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pattern' emerged as being common to successful readers.

Keshian concluded that group tests of persona~ity do not

discriminate sufficiently between various levels of personal

adjustment to enable one to assess personality with a high

degree of accuracy, but that what one was able to do with

some confidence, was to distinguish between the child with

personality problems and the child who is relati~ely free

of problems, as were the children in this investigation.

Tbe difficulty of assessing aspects of personality

and adjustment was recognized at Boston University, and

researeh was conducted to develop an instrument for

measuring the children's adjustment in the classroom and

the rel~tionship of achievement and adjustInent. 72 It con

sisted of a teacher's cheek list, a rating seale to be com

pleted by the parent, and a pupil interview to be completed

by the teacber. It was considered workable and reliable.
,

Eldridge used the instrument with children in sixteen class-

rooms, analyzed the results, and reorganized the scale in

relation to her findings. The children's interview was

abandoned as not useful. Atwood compared achievement and

scores on the adjushRent seale and reported a relationship

wben the whole scal. was used, but it was not significant. 73

7~urrell" £I?.. E:.!., p. 28.

73I bid.-
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Black studied the relationship of the adjustment scale and 

the California Test of Personality in grades one, two, and 

three; it was found that the ins trum.ents appeared to 

measure different functions.74 

Of all .the various causes of underachievement, feel-

ings which block learning are the most difficult for the 

teacher to comprehend or measure. Hollister and Chandler 

indicated that one of the best ways for a teacher to under

stand what such a child ·experiences is for the teacher to 

relive .the me:mory of some of the normal experiences all 

have had with emotions--"those moments when 'words failed 

me' are instances of being emotionally blocked."75 Most 

teachers have experi.enced amtiety before a speech, a test, 

or on the first day before. a class. Thus, it should be 

easier to sense the mounting panic some children feel when 

it becomes their turn to recite.76 

Perhaps the key to successful teacher management of 
most of these emotional blocks whi9h cause under
achievement lies in the teacher's sensitivity to the 
child's unmet emotional needs and in her ability to 
mobilize emotionally satisfying and rewarding classroom 

74Ibid. 

75W1lliam G. ·Hollister and 'Caroline A. Chandler, 
"When Feeling·Storms Becloud the Learning Process," NEA 
.Journal,.LI (November, 1962), 18. . 

76Ibid. 
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experiences. ."We have needs for recognition~ the
satisfaction of beirigable' really to achieve, and a
need to feel psychologically safe or secure. These
basic emotional needs also operate in all the children
we teach. If these needs are well met, the child
develops the poise, security~a,nd ability to use his
inte~lectualendow.ment. If these needs are unmet,
either through acute' loss or chronic 'deprivation, .. the
child becomes insecure and anXious, loses his self
respect and his' willingness to give of himself, and
gradually becomes 'so concerned with self that l;ttle
free energy is available to invest in learning. 7

The Harvard researchers reported that schools have long

been concerned with academic underachievement. 78 They sug

gested that the child who is performing consistently below

the level of his potentiality is ineVitably intluencingthe

development of his own self-concept, his peer group status,

~d his future behavioral role as an adult. Attitudes

toward school as a phase of one's life experience and

toward life in a broader sense are greatly affected by the

success or failure, the sense of achievement or frustration

in ~he field of reading. "The child who fails to perform

on a level commensurate with his ability is deprived not

only in his present satisfaction but also in his ultimate

adjustment in adult life. ,,79

17 .. Ibid., 19.-
J8Austin and Morrison, ~. £!!., p. 15.
79I bi d •-
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IV. S~RY

In reviewing the related literature and research

relevant to this study, several underlying themes became

apparent~ One was that a new concept of achievement must

become understood by teachers and be used by them; the old

grade level standard of achievement must be rejected.

Another recurring theme was the widespread underachievement

of bright children, and the need for classroom teachers to

do something immediately to remedy this; studies repeatedly

brought out the fact that most underachievers are capable

students. A third theme throughout most of the literature

was that classroom teachers will not be able to improve

achievement unless they learn to individualize their instruc

tion according to the needs of the individual child. A

fourth theme which appeared frequently in the literature con

cerned the need to eliminate rigid grade level requirements,

standards, and measures. As Strickland wrote:

Perhaps the points some will give up are of the same
books for all children at the same time, the same time
schedule, the same methods of teaching, the same course
of study with the same arrangement and' pacing of work
and the same yardstick to measure children by at the
same time of t_ar to put records on the same report
cards for all.~O

SOiuth Strickland, ·Providing for Individual Differ
ence. through Differentiated Instruction," A Report of the
Ninth Annual Conterenee on ReadiA&, Gerald I. yoakam;-.aftor
{Pitt.ourg&: Unlverslty-of Pittsburgh Press, 1953), p. 119.



The purpose or this chapter was to present a com-
.

prehensive coverage of the literature and research in the

areas of reading achievement and the self-concept. That

reading underachievement exists is accepted; that it needs

to be reduced is confirmed. That reading underachievement

is related to self-concept is accepted; that there is a

cohesive interrelationship between the two remains to be

confir.med--if indeed, contir.mation oan ever be realized.



·OHAPTER III

METHOD OF PROCEDURE AND TREATMENT OF FINDINGS

The working hypothesis upon which the study was based

postulated that a psychological approach to the teaching of

reading would be successful with problem readers and that

such an approaoh would not only result in improved reading

achievement, but also in improved achievement.in the content

areas and in an increase in the self-esteem of the problem

readers. A psychological approach was defined as one which

encompassed more than recognition of individual differences;

this type of program required understanding and attempted

fulfillment of a child's personal needs as well as his

academic needs. This portion of the paper is concerned with

that part of the study in which the hyp'othesis was treated.

Treated are: (1) selection of SUbjects and the experimental

gro.up; (2) materials used; (3) the program; (4) statistioal

treatment of the data; and (5) changes which occurred.

I. SELECTION OF SUBJECTS AND DESCRIPTION OF THE STUDY

The elementa~1 school at which the study was conducted

i8 located in a m.idwesteJm oity of about 15,000 popu.lation

ed.••r"'9s oh.11d:renfrom homes wbich range from low class
--, • • < • -. -

to middle class. Some of' the children attending the sehoQl
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were from deprived homes; however, the majority came from

homes in the lower to lower-middle class range. l The

heterogeneous sixth grade class which contained the problem

readers consisted. of .forty children with an age range of

10.10 years to 13.5 years at the beginning of the school

year, a reading range of 3.4 to 9.4 as determined by the

test instrument used; and an intelligenee quotient range of

66 to 140 as determj,ned by the test instrument used.

Interestingly enough, both the youngest child and the

oldest cbild in the grou.p were found to be problem readers,

as was the child with the highest intelligence quotient.

lAllisonDavis, Burleigh Gardner, and Mary Gardner,
1.11'. iiL tine-Classes,"Modern AJi1ericart"Soe1etl; -dReading in
the Problema or Order and enarige, KIngli.y Davis, ltiirryC.
Br.de••l .•r·~· ail :Mar-ion J." Levy, Jr., sditon (New York:
RiD_bart and Company, Inc., 1948), pp. 253-62.
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Experimental group. A problem reader was considered

to be that individual whose actual reading achievement was

one or more years below his grade expect~cy. Since the

assWltPtion concerned children with average or above-average

ability, the lower limit for iritelligence quotient for the

test group was set at 81. Ten children, eight boys and

two girls, were found to be problem readers; data on the

ability, expectancy, and achievement are summarized in Table

I. As can be noted from Table I, the intelligence quotient

range was trom 81 to 140; the age range was from 10.10 years

to 13.5 years; the reading achievement range was from 3.4 to

7.2; the expectanoy range was trom 5.9 to 10.1; actual achieve

ment in the social studies ranged trom 4.2 to 10.0.

As reported, it was the beliet that low reading

achievement by a child with average or above-average ability

was a psychological problem, unique to the individual. As

one· examines the backgrounds of the problem readers, the

hypothesis would seem to be justitied. The only common denom

inators within the group were their lack 01' successtul achieve

ment and their need tor self-confidence. Pertinent to this

stady, there were.no common taotors in cultural background or

in environment exeepting attendance at the same school and

being taug~t by the same teacher. As one examined tactors

telt by someedueato!'s to be related significantly to

reading achi,evemen:t, it was found tna t there were no co_on
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TABLE I

DATA ON PROBLEM READERS, OCTOBER,1963

S.S. Sci. Net .Rdg.
Problem Rdg. Rdg. Ach ; Ach. Ach.
Reader L.Q. Age Ach. Exp, Gr., 5 Gr-, 5 Gr. 5

#1 Boy 140 11.5 7.2 10'.7 10."0 10.0 10'.0

#2 Boy 131 110

05 6.3 9'.5 4.'3 6'.0 6'.6

/13 Boy 121 10.10 5.3 7,.8 5.4 6'.6 6.1

#4 Boy 117 11,.8 6.5 8.6 8.:3 10'.0 10.0

#5 Girl 108 11,.2 4.8 6'.9 4.7 4'.6 3.8

#6 Boy 107 11.11 5.5 7.4 7.2 8.1 6~8

#7 Boy 103 11.6 4.8 6'.9 5.2 5'.1 4'.9

#8 Girl 92 12.1 3.9 5.6 4.5 5.0 4.9

#9 Boy 87 12.7 3.4 5.9 4.7 3.9 3.0

#10 Boy 87 13.5 4.7 5.9 4.2 5.1 4~9

\J'\
(J:)
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factors here, either, which substantiated more compre

hensive studies. 2 Three problem readers were from broken

homes; seven were not. Four problem readers had been ad-

mitted by transfer to the school in question; six had

received all of their education at the same school. Two

children had experienced non-promotion; eight had not.

No housing conditions were considered inferior. Only one

of the ten problem readers could have been considered a

premature school entry; his entrance age for kindergarten

was 4.10 years. The question then remained: Why had these

children become problem readers when thirty of the forty

children in the group had been able to achieve comfortably?

Due to the lack of homogeneity within this small

group of ten children, it became necessary for the teacher

to use an almost completely individualized approach; indeed,

due to the almost complete lack of homogeneity within the

cla~s as a whole, a combination of the controlled basal pro

gram and an individualized approach was felt to be that most

apt to succeed. Whether children are assembled on a netero

geneous basis or a so-called homogeneous basis, differences

will e~ist despite all efforts to achieve homogeneity in any

given class. It has been recommended that flexibility in

2Virginia White Mi tchell, An Analysis of the Grade Ex-
pectancy and Actual Readini Achievement of Sixth-nFade PupIls,
with SlecIif Attention to ix of the Posifble Factors in Read
!~ Unerachlevement (unpucrrsned~ctoralDissertation, -----

n lana Uriiversity, 1962), PP. 31-2•
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reading instruction be maintained to allow for individual

differences, regardless of the make-up of the class. 3

Materials Used

No materials other than those usually supplied to the

elementary classroom were used for this study, with one excep

tion which will be later noted.

Basal program. Since all children in the class group

had been "through" the Ginn basal reader for fifth grade, it

was felt to be necessary to use the Ginn basal reader for

sixth grade, Wings !£ Adventure, for all the children. It

was understood that this was not according to recommendations

by experts in ~he field of reading, who find that better

learning takes place when the child reads in a basal reader

prepared for his level of achievement.4 The accompanying

workbook, ~Do and Learn ~, was also used by all the

children in the class.

Librarl ~teriaI8. During the first two months of the

~~ud.y" _a._ smal~.e~assr~om library of approximately 150

volumes was available; during the latter two months of

3Mary C~ Adstin and Coleman Morrison, The First R.,
The HarvArd.Report on Rea41ne; in-the-Elementarr-senools
tJiw Yor,k: The LeMman Company,l9'63), pp. 2 7-28.

4rbld. ~ p. 229.
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the study, the students had access to a new central school

library. During the two intervening months, all library

books in the school were being processed and were not avail

able. Bookmobile service was supplied the school one day

every third week by the public library. In addition, the

classroom teacher borrowed from the public library approxi

mately twenty-five books every two weeks, which provided

approximately 300 additional books for the children to read.

By doing this, the teacher was able to insure that appropri

ate reading material was available for all of the pupils. This
, . .

was an exception to the usual prOVision for classroom reading

material.

~u~rent events materials. ,~uring the first semester

of the school year, !l Weekly Reader was read for current

events; however, its use was discontinued during the seoond

a8mesterinasmuch as it was felt that the issue for sixth

grade dldnot fit the wide reading range of the group. Cur

rent events were read in t~ daily newspaper and World

Events! publ1.shed by Silver-Burdett in ~ooperation with~

and Lire, and were iiscussed in the classroom through presen-
, . .--------.,. ,

,tations by different group leaders.

Kateri.ll for aceelerated;r,aders. For the eight

cbilClr.n in 'the class who were' accelerated in reading,

leveral sets of challenging trade books, both classic and
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contemporary, were available through the Vigo County Resource

Library.

The Program as Dictated by a Psychological Approach

The program varied as the children varied; however,

there were certain fundamentals basic to the entire approach.

Basic fundamentals. Basic to a psychological approach

in the teaching of reading was that !!! cbi~dren, regardless

of ability or achievement, must feel that they were con

tributing members of the group. Fundamental to such an

approach was a controlled permissiveness in the classroom;

an aura of freedom was necessary, however, this had to be a

freedom in which individual goals had been established and

were pursued by 'the children and the teacher. Realizing

that tension blocks learning,5 an effort was made to remove

tension in the reading situation; it was understood by all

of the children that mistakes were a part of learning and

were never to be considered sources of discomfiture or
" .

merriment. Basic to this type of approach was the under

standing b7 the teacher of the individual, and the lmowl

edge that, although one might teach a group, individuals

SuthtlJiI. Gate., "Oharacteristics of Successtul
'f·eaea.··ll1$. or Reacling. , " ·.('laB.room..TeCbn~UeSin ImP.'rovirea1ti M , Pro.•••dl"'.ot't'.· ADa1iaI Co '.•renee 'on Read PI
t~ aago: s. tidverIIt,.O? ohi cago , 1949), p.12.
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learned--individuals. who brought to school with them· their

hopes or fears, their happiness or misery, and a self

concept which embodied many facets.

Understanding a child as completely as it was pos-

sible for the researcher to do under existing circumstances,

realizing that self-esteem might be low and recognizing that

through lack of reading ability a self-concept might SUffer,

it was felt that a sensitive teacher might actually reach the

child through his needs for recognition as an individttal of

worth. By bolstering the child's confidence through pro

viding tasks in which success, with some ef'fort, was assured,

orie step was taken. By giving the child a trustworthy task

to wbich he prov.ed worthy, another step was taken. By cQ.m

bining those steps toward an improvement in self-confidence

with accompanying steps forward in reading skills, it was

believed that the child would eventually proceed at a faster

pace , By combining progressively more difficult goals--a.lways

the teacher had to insure succ.sa--with recognition of a.chieve

Bant, however slight, it waa f'elt that a teacher should be

able to reach a child through his needs.

FUndamental to this type of approach was a clear-cut

~d..r.tand1:n.g of' skills achieved and those wh1 ch remained

te be lea~.d. Thr?~h item analysis of' the readiness test,

the teacher was able to learn What skills most needed

e.pha8i8 f'oreach child.. Follow-up lessons were planned
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with this in mind. Oral reading was checked at frequent

intervals t.or rate, word analysis, and comprehension. Frank

ness and honesty with the problem reader were considered

essential.

Also considered to be of fundamental concern to this

A:eplicati~n te personal needs. In attempting to under

stand the children, observation of them at play was most

revealing. Here it was that bits of conversation were most

revealing. Here it was that the bully emerged, as well as

the isolate. Here it was that leadership in the group was

detined, as well as followersbip. Observations of the

proble~ readers on the playground and on their way to and

trGm sohool were considered to be most helpful to the

teaeber in understanding the ehildren. Conterenees with
. .

parent. were ot even more benetit.
. ,l j
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What were the needs of the ten problem readers which

emerged through observation and conferencing? Overheard was

this comment: "I can't read and I never could. I'll never

amount to muon. 1t A need certainly existed nere. '!his com

ment from a mother: "The boy's father doesn't take any time

with him. He prefers his older brother and baby sister."

A need surely existed here. It was learned through con

terence that the mother of one problem reader had Buffered

a nervous breakdown and was hospitalized for several months.

It is doubtful it any school situation could have met the

need of this child. Some were not so complex. The simple

need to read well enough to tryout tor the lead in Doris

Gates t Blue Willow was easier to meet. One problem reader
_.~.....-.......

W~I hea~d to remark that he had never, ~in all his years

at school," been chosen as a squad leader in physical edu

cation; an easy need to meet. One might wonder about the

self-e.steem of the problem. reader with. the intelligence

quotient of 140. Actually, his confidence appeared good,

but he too had personal needs. One was for recognition by

the teacher of bis superior ability even in the faee of

inferior work. He also bad not one friend. PreViously

placed with an average ability group on the basis of accom

pl1shmeat 1. tb8 classroom, he bad responded witb an over-

• be.rims, belliKerent attitude~~a climate in which friend-

~ ship did not flouri sb..



readers were improving.

during the day asking, "Is this word 1"; when all

Needs could be met at odd momentscr at planned

moments. How did one jUdge success? One way was through

observations such as: when the child who "just couldn't

read" started to appear at the teacher's elbow many times

ten problem readers tried out for parts in a radio play,

without the suggestion coming fram the teacher; when one

member of the therapy group complained because it was not

able to meet one week; and when some of the problem readers

started to volunteer to do research reading for reports on

weekly programa, indications were to the teacher that problem

66

A~Eli~~tion to reading needs. In addition to use of

the developmental program and a free reading ,program, various

t.cb.niqu~s were.used, some involving groups and. some involv

ing individuals. Often small groups were formed to teach or

reinforce a particular skill, then disbanded when the skill

Was learned.

The' problem reader with the highest intelligence

quotient was placed with the group ot accelerated readers,

purely on the basis of ability. Emphasis in this group was

on critical and creative reading. They pursued the basal

program, working as individuals on weak skills, plus an

~ individualized reading program, plus a controlled learning..
.IX
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situation involving the use or trade books. As an example,

Leighton Barrett's adaptation or ~ Adventures of Don

quixote by Cervant~s was read for the specific objectives

of appreciation of style in literary expression, mood, and

she~r enjoyment of this well-told tale. Challenge seemed

to be what this particular problem reader needed, and he

responded readily.

One child was given the assignment to read orally

kindergarten level books and stories at home to her younger

brother. Her mother was very cooperative, and that problem

reader was given oredit for her work at home.

For some of the mo~e capable problem readers, the

assignment to become an expert and discussion leader for

World Events'worked well.

One of the mechanical teohniques considered helpfUl

was a large chart made to fit the teacher's desk blotter

which provided a block for each child in which were noted

reading skills that needed emphasis. By having information

alwaYI olose at hand, the teacher was able to individualize

much teaching, not only during the reading period but when

worklnB in the content areas as well. 'When an opportunity

arose tor application of a reading skill, it was a simple

mat,er to. check the cb.art for tho•• stud.ents who most needed
. .

• reiDtorcement of the particular skill. Application of reading..
s1£111.s was taugat in tn.e ceDtent areas, and emphasis was

-!
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plaeed on the particular propensity of a sUbject for a skill,

i. e. contextual clues and diacritical markings in the sooia1

studies, reading for faots in arithmetio, an4 note-taking in

soience.
,

A reading therapY' group m.et ,each -week. This group was

composed of six problem r~aders and four children wnQ were

low achievers but not underachievers. The group-meetings

had three purposes: To provide a diagnostic situation for

the teacher, to provide extra, immediate instruotion which

the children needed, and to provide a therapeutic situation

in which the children felt free to make mistakes, discuss

these mistakes, and thus to learn. At the beginning, it

took some time tor the classroom teaoher to oreate a olimate

in which these poor readers felt free to pa~tioipate fully.

The tea~her attempted to make this an enjoyable, stimulating

experience in,which tensions, which usually accompanied the

reading situation fer these children, were eliminated.

Jokes usually initiated the sessions. Each child had pre

viously'prepared a short seleotion to be read orally to the

group. At the,completion ot the oral reading, the others in

the group who were listening as the material was read

oralll asked the reader a thought or tact question about the

material., In or4er to answer these questions, the reader
. , .

1I1&1:1:t have to skim, tell the main idea, remember or cheek"

aequence,or summarize. Kind honestY' about skills incor-
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rectly used, not used fully, or never learned was necessary.

It became a mutually 'reciprocal situation in which. the

children felt free to help each other.

Individually oriented assignments and tasks, emphasis

placed on indivi~ual skill needs, effective use of a con

trolled developmental program, spontaneous enjoy.ment of

individualized reading--these were major components of the

approach used; an approach, however, which was permeated

with the idea of meeting personal needs of the individual

first. Through all situations in which reading was taught,

the psychological approach which concerned itself with

meeting the individual's needs, bota academic and personal,

was all-pervasive.

II. STATISTICAL TREATMENT OF DATA

On May 1, 1964, the class group of thirty-seven

chi14ren was retested with,Form A ot the B.R.A. Reading

Achievement Test. Three of the original forty children had

wi thdrawn trom the achool during the second semester, and

betore Itatistlca were computed, their test data were removed

troa group data for the first test. The results of the S.R.A.

teat, rather th.an the results of tb.e Metropolitan test

reterred 1:10, ,in Table .~.~ page $8, were treated by statistical

amalysl1 sinee this was the test specifically selected for
'i '~.' ~ . .•

use in this stUQy.
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Treatment ot GrouE Data.

Table III, Appendix B, contains the raw scores fram

which statistios were oomputed. Table IV, Appendix B, shows

that the scores on Test A ranged trom 85 to 22; on Test B

they ranged from 99 to 32. The range for Test A was 63; for

Test Bit was 67. The mean of Test A was 53.32; for Test B

it was 61.46. The mode for Test A was 66.00; for Test B

it was 84.00. The median for Test A was 56.00; for Test B

it was 61.00. The standard deviation for Test A was 15.8);

for Test B it was 19.05. The first quartile for Test A was

39.58; tor Test B it was 47.75. The third quartile for Test

A was 64.25; for Test B i~ was 73.25. The standard error

of the mean for Test A was 3.13; for Test Bit was 2.60.

A t score was computed as 2.417. A rank order oorrelation

was computed; although this was done primarily as a step

in determining a t scare, it will be noted in Table IV

that this correlation was .81. In addition to its use in

oomputing the t score, it may be stated that this coefficient

of correlation indicated a satisfaotory degree of consistenoy

between the two tests.

Treatment of Individual Data for Problem Readers

C••parisons were made of all data available on the

problem readers including the following caleulations for

~ tbe S.R.A. Achievement!!.!.!: total seore, rank in class,

.•
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z score, percentile rank,. and grade level achievements

in both comprehension and vocabulary. Comparisons were

made between achievements in reading, social studies in

formation and skills, and science as obtained through use

of the Metropolitan Achievement Tests. The composite

results of the May tests are shown in Table II. As can be

noted from Table II, the May reading range was trom 3.9

to 9.2, as obtained trom scores on the S.R.A. tests; the

reading range as shown by the Metropolitan tests was trom

3.8 to 10.0; the expectancy range was trom 5.9 to 10.7;

the actual achievement in scienee ranged fram 5.1 to

10.0; and the actual achievement in the social studies

ra~ed tr~5.l to 10.0. rrhe age range 'in May was t'rom

11.4 to 13.11.

Since individualization was a crucial element in

this study, each pupil 1s discussed indivi~ual11. Tables

presenting the data on the individual pupils are to be

reund in Appendix B; reference is made to these tables in

the case stUdy discussioDS ot' each pupil. Through employ

ment of the individual ease stUdy method, change or lack

01' change by problem readers became readily apparent.

Ca.e StudT: Problem Reader No. I

As 'sbown in Table V, Appendix a, this boy, with

intelligence qU,.(i)t:tent of 140, grade expectancy of 10.7,
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TABLE II

DATA ON PROBLEM READERS, MAY, 1964

S.S~ Sci; Met.Rdg.
Preblem

. .
Rdg~ Rdg; Acn. Ach.- Ach..-

Reader I.Q.. Age Ach. Exp. Gr. 6 Gr. 6 Gr. 6
., , , ..

111 Boy 140 11.11 9.2 10.7 10.0 10.0 10.0

112 B01 131 11.11 6.4 9.5 10.0 10.0 8.4· ,
..

#3 B01 121 11.4 5.1 1.8 9.1 9.1 7.1

#4 Be, 117 12.2 9.8 8.6 10.0 10.0 10.0. -- -

liS Girl 108 11.8 5.1 6.9 7.3 5.7 5.7

#6 Boy 107 11.11 6.6 1.4 8.7 8.4 6.8

#7 B01 103 12.0 4.8 6.9 7.0 5.5 5.3 .

#8 Girl 92 12.7 4.7 5.6 5.1 5.1 4.2- -.

19 B~y 87 13.1 3.9 5.9 6.3 4.8 3.8
- ..

110 Boy 87 13.11 4.2 5.9 5.2 5.4 5.5

-.J
I\)
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and actual reading achievement of 7.2 as measured by the

S.E.A. Reading Acb.ievement Test in October, gained two full

years in reading achievement. The grade level increase for

comprehension was 1.3 and for vocabulary 2.7.

Since the Metropolitan Achievement Battery scored only

as high as 10.0+, no gains in social studies and science

could be statistically noted.

Self-esteem and self-confidence, according to obser

vation,were felt to be more nearly true expressions of this

problem reader's self-concept at the conclusion of the ,stUdy

than at. the beginning. This boy apparently has less need

for belligerence, since he has been able to achieve for him

self an accepted place in the group. Thus, the self

oonfidence this individual displays nowm&y be considered

more nearly true confidence in selt than the bombastic atti-. ... ,

tude of confidence displayed at the beginning of the year.

It is the opinion of the researcher that the psycho

logical approach may be considered to have been successful
. '.. - -

with Problem Reader No. I.

Case Stud:: Problem Reader No. II

Table VI~ A~pendix B, shows that this boy, with

~~t~lll~~n.~~,quo~lent of 131, grade expectancy of 9.5, and

aet~al~.,~~in~~c~evement. as measured in October ot 6.3,

was able to achieve only 6.4 on the re-test •
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Achievement increase on the Metropolitan Battery,

however, was notable. Reading achievement increased 1.8

years; social studies information achievement inoreased

5.7 years; social studies skills increased 1.2 years; and

science achievement increased 4.0 years.

Teacher ebservation in regard to selt-esteem ot

this problem reader led to the conclusion that there had

been a marked increase in confidenoe and esteem of self

by this boy as displayed through his volunteering in dis

cussions, his attitude toward self and others, his increased

leadership in activities both in the classroom and on the

playground, and his marked improvement in the quality of

his school work.

Nevertheless, even though there was a marked increase

in general achievement and in self-esteem, since there was no

statistica~lJ verified change in reading achievement as

measured by the S.R.A. test, it cannot be stated that the,
- ~. .

psychological approach was successful with Problem Reader

No.II.

CaS8 Studt: Problem Reader NQ.III

Table VII, Appendix S, showl that this bo.y, with

intelligence quotient of 121, grade expectancy of 7.8, and

a~tua1 r.adin~achiev.m~nt as"me~s~red by.the S.R.A. Reading

Acb,1evement!!.!!.1n October of 5.3, achieved only 5.7 on
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the re-test.

There was an increase in achievement as measured by

the Metropolitan Achievement Test: Reading achievement

increased 1.6 years, social'studies information increased

3.9 years, social studies skills achievement increased 3.9
yea~s, and science achievement increased 2.5 years.

The classroom teacher believed that this problem

reader reacted only slightly, if at all, to the psychologi

cal approach. She was not able to detect any increase in

self-esteem or change in attitudes toward school or self.

Sin.ce there was also no significant gain in reading achieve

ment as measured by the S.R.A. test, it was the opinion of

the teacher that a psychological approach to teaching read

ing to this problem reader could not be considered suecessful.

Oase Study: Problem Reader No. IV

Table VIII, AppendiX B, shows that this boy, with

intelligence quotient of 117, grade expectancy of 8.6, and

actual r~ad1ng achievement as measured by the S.R.A. Reading

Aebie.eJl18:m.t Test In October of 6.5 actually achieved 9.8...............
on ttle re-test.

Since the MetroEolltan Achievement Battery scored only

&8 algh ~s l~.O+, the only change in acbievement in content

.areas ~h!eh could be noted was aft inerease of 3.4 years in
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social studies information.

Selt-esteem and self-oonfidence, acoording to

teache~ observation, showed a marked increase as demonstrated

by the boy's aoceptance of and successful performance in the

role ot a leader which the class bestowed upon him.

~us, since there was a significant increase in read

ing aChievement, sooial studies aChievement, and selt-esteem,

it can be stated that a psychological approach ,was success

ful with Problem Reader No. IV.

Oase studl: Problem Reader No. V

Table IX, see Appendix B, shows that this girl, with

intelligence quotient of 108, grade expectancy of 6.9, and

actual reading achievement as measured by the S.R.A. Read-
'. ,-

i~! Achievement Teat in October of 4.8, gained only thr.e

months ~n achievement as measured by the re-test.

There was an increase in achievement in reading of

1.9 years, in social studies information of 2.2 years,

in social studies skills of 1.8 years, and in science of

1.1 yearJ ~ measured by the ~tropolitan Battery.

The teacher observ•• a definite inorease of self-

e.teem in this girl WhO had stated at the beginning of the

year taat she would. never al1loun,t to anything. She was

able to perte~ cluties 'as a lea4er Ineees.fully; she par-

" tloipate,. in discussionl and, ill voltmteerwork; she made

more f~i.ndl ,aha exhibit•• a-more o.utgo1ng personality.
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She be cams a capable oral reader.

Even though there was an increase in achievement and

in self-esteem, since the increase in reading achievement

as statistically verified was slight, it cannot be stated

that the psychological approach was successful with Problem

Reader No. V.

Case study: Problem Reader No. VI

Table X, Appendix B, shows that this boy, with

an intelligence quotient of 107, grade expectancy of 7.4,

and an October reading achievement measured at 5.5, achieved

6.6 on the re-test.

Achievement on the Metropolitan Battery consisted of

no gain in reading (6.8), a 2 months t gain in social studies

information, a 2.9 years gain in social studies skills and

a 3 months' gain in science.

There was some increase in self-esteem as observed
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Case Study: Problem Reader No. VII

Table XI, Appendix B, shows that this boy, with

intelligence quotient of 103, grade expectancy of 6.9,

and actual reading achievement of 4.8 as measured by the

S.R.A. ReadiDi Achievement Test in October, achieved an

achievement of 4.8 on the re-test.

There was an increase in achievement of reading by

4 mon~hs, of social studies information by 1.4 years, of

social studies skills by 2.1 years, and of science by 4
months as measured by the Metropolitan Battery.

The increase in this boy's self-esteem was remarkable.

As his reading improved, he read his first library book

which led to many more; he enjoyed giving oral reports. He

has become a popular boy with the other students and is

often chos~n by them for positions of leadership. He is a

slow worker, which lowered his achievement on all tests;

what "he was able to tinish was well done. He has conti-

dence, now, in his ability to do things well.

Although the composite achievement remained the same,

there was an increase in reading comprehension of 1.3 as

shown by the re-test; however, even though there was signi

1'ieant increase in sodal studies achievement and self-

est•••, 1 t cannot be stated defini tely that a ps ychological

approach was completely successful with Problem Reader

No. VII.
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Oase S~udl: Problem Reader No. VIII

Table JaI, Appendix B, shows that this girl, with

intelligence quotient or 92, with grade expectancy of 5.6,

and an actual reading achievement as measured by the S.R.A.

Reading Achievement Test in October of 3.9, achieved a 4.75
grade level on the re-test.

The only gain mea~ured by the Metropolitan Battery was

a 2.2 increase in achievement in social' studies information.

This problem reader showed some slight increase in

self-esteem; the classroom teacher observed that this

individual was the last child to show any reSUlts, either

in change in self-esteem or reading achievement; however,

improvement has been noted each day recently. She is

liked by her classmates and has recently developed a less

shy, more outgoing personality.

Although there was little change exhibited by this

SUbject in terms of the measurement used, it was felt that

the increase in reading comprehension otl.9 years as shown

1.l!_the test-retest pattern was significantly great enough to

~;v~,merit toth~_statement that the psychological approach

to the teaching of reading to this problem reader met with

some success.

Oase Stadl: Problem Reader No. IX

'fab'le XIII, Appendix B, shows that thi s boy, wi th
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intelligence quotient or 87, grade expectancy of 5.9 and

an actual reading achievement as measured by the B.R.A.

Reading Achievement Test in October of 4.1, measured 4.2
on the re-test.

The Metropolitan Achievement Tests showed an increase

of achievement in reading of 6 months, in social studies

information of 1.7 years, and in science of 3 months.

As nearly as the classroom teacher could observe,

there was no change in self-esteem or in any other aspect

of this boy's personality during the course of the study.

The psychological approach was not considered suc

cessful with Problem Reader No. IX.

Case studl: Problem Reader No. X

Table XIV, Appendix B~ shows that this boy, with

intellige~ce guotient of 87, grade expectancy of 5.9 and

an actual reading achievement of 3.4 as measured by the

S.R.A. Reading Achievement !!!1 in October, measured 3.9 on

the re-test.

Achievement as shown by the Metropolitan Battery

increased in reading by 8 months, in social studies infor

~tion by 2.1 years, in social studies skills by 2.2 years,

and in scieaee by 9 months.

Aocoraing to the ebservation of the classroom teacher,

~r. wal marked increase in the self-esteem of this problem
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eases, several conclusions were drawn as to change in achieve-

~II. CHANGES WHICH OCCURRED

In computing the significance of the difference,
. . .

increased.

th. t te8.~..~~sult was 2.417. For th.is lltm1ber of ch1ldren-

thirty-seven--a t test result of at least 2.027 was necessary

Change Which Occurred for the Class Group

~he rang~ of achieveme:t for the class as a whole was

mant which occurred during the six-months' period of the

experimental study.

By thoroughly studying the data obtained for the

class group as a whole and ,for the individual problem reader

self-confidence, it was felt that the psychological approach

met with some sligbt success with Problem Reader No. X.

reader. A vocal individual at all times, this boy has

become as vociferous about being able to achieve as he had

formerly been about not being able to achieve when the

·school year started. He is a happier boy, and it is

expected that in the five remaining weeks of the school year

he might aChieve closer to grade expectancy.

Although gain in comprehension was only 4 months it

was 6 months in vocabulary; this problem reader went from

.00 in percentile rank to 8.108; from a total over-all

score of 22 to 34. Comparing this slight achievement with

achievement in the content areas and with the increase in



82

to have realized a differenoe acoeptable at the 5 per cent

level of confidence; a t test result of 2.118 was neoessary

for a significant difference at the 1 per cent level of

confidence. Analysis of the results as shown in Table IV,

Appendix B, leads to the conclusion that the psychological

approach to teaching reading to the class as a whole was

successful.

Change Which Occurred for Problem Readers

Complete case studies of the ten problem readers

revealed that there was statistically validated evidence

for the success of the psychological approach in five of ten

cases. The only measure considered acceptable was the test

retest comparison of the.S.R.A. Reading Aohievement Test,

since this w~s the only comparison treated statistically.

Therefore, even t~ough in eight of the ten cases there was an

acceptable increase in achievement, this was not considered

as supporting to the assumption unless there was also measured

a change in reading achievement by the test-retest data.

There was considered to have taken place an increase

in .elf-esteem in eight of the ten problem readers. Care

ful teaeher eb••rvation and evaluation lends credence to

the atatement that those problem readers have attained a

happier, more valued concept of self and selt-esteem as shown

tbrough their voluntary participation in class discussion and
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increased participation as leaders in class aeti~ities.

Friendlier and more outgoing in personality at the end of

the study, those eight problem readers showed more of a

tendency to state their ideas positively rather than

hesitantly, as was the case before the study.



CHAPTER IV

SUMMARY, CONCLUSIONS, A~m RECOMMENDATIONS

As a result of the experimental study of achievement

by problem readers, with special attention to the self

concept, certain conclusions were drawn, which led to certain

recommendations.

I. SUMMARY

It was the purpose of this study to determine whether

a psychological approach to the teaching of reading would

be successful with problem readers. It was expected that

there would occur an increase in achievement in the content

areas as well as an increase in self-esteem of the problem

readers.

The experimental study was conducted by a classroom

tea.cher with a heterogeneous sixth grade group. Ten of

the forty beginning students were classified 8S problem

readers. Reading achievement was measured through a test

retest pattern using the Science Research Associates Reading

Achievement Test. Achievement in content areas was measured

through comparison of scores obtained through use of the

Metropolitan Achievement Battery. The study continued for

six months--from November 1, 1963 to May 1, 1964. The

psychological approach used was one which placed the deep,
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personal needs of the individual as first in line for con

sideration. Eight of the problem readers were boys; two

were girls.

A review of research and literature in the related

areas of achievement, problems, and the self-concept as

related to achievement revealed the need for research in

this area. While most writers agreed upon a relationship

between reading achievement and self-concept, little research

has been done in relation to remediation of the self-concept

leading to remediation of reading problems. It was generally

agreed that teachers must look anew at the definition of,

as well as cause and effect of, underachievement.

At the end of the six months' experimental period,

retesting of the class group took place. Statistics were'

evaluated both in relation to the group and in relation to

the individual problem readers. It was found that a sig

nificant difference at the 5 per cent level of confidence

had occurred for the group as a whole. Individual case

studies were evaluated for the problem readers. It was

found that achievement had been increased significantly in

five of ten cases. Nevertheless, there was no gain whatso

ever in two cases, and the only gain which could be claimed

in the other three cases was through comparison of achieve

ment measured by the Metropolitan Achievement Battery.

~acher observation verified the fact that the self-esteem

of eight of ten problem readers did indeed improve.
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II. CONCLUSIONS

Although the approach proved statistically signifi

cant for. the class group as a whole, and although it was

statistically verified as haVing obtained a measurable gain

in five out of ten cases, these gains were not significant

enough to allow the statement that the hypothesis was con-. .

firmed. However, the achievement was of SUfficient

strength in enough cases to lend support to the hypothesis

as a vehicle for further research.

III. RECOMMENDATIONS

It was necessary to attempt to teach the problem

readers through u.se of the basal text prepared for readers

achieving at sixth grade level; for at least six of the

problem readers, this grade-level basal text was difficult.
. ,

Possibly ~ greater achievement might have been realized

had they started working in a basal text prepared for

their level of reading. It would seem that initial su.ccess

m1~bave been forthcoming. more rapidly. It is recommended
,;

that further research be attempted, using this approach,

but pl~cing_the pr~bl~m ~eader in a basal text suited to

his level of aChievement.

It 18 also recommended th.at a study involrlng such

an approach be instigated which could cover at least a
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two-year period. The increasing self-confidence, slow to

make an appearance in some cases, could have further impli

cations in later school achievement. Further recommended

is the use of an objective measure to assess self-esteem

of the children.

That a psychological approach had some merit in this

experimental stUdy has been established. The working

hypothesis, that through use of a psychological approach

problem readers could achieve at or near grade expectancy

was not confirmed.. Further research is recanmended.
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APPENDIX A

DESCRIPTION OF TEST INSTRUMENTS

Ability Test

Ability was measured by using the S.R.A. Test £f
General Abilit;r, Form A. '!his test, which 1s completely

pictorial, eliminates the possibility of reading ability

affecting the score and furnishes both an intelligence quo

tient and a grade expectancy score. Intelligence is defined

as principally involving information and reasoning abili ty;

the test utilizes materials that are not dependent upon

school-learned concepts. It is divided into two parts, the

first section measuring the information, vocabulary, and

concepts which children gain through cultural contacts. The

second half of the test measures the reasoning power of

children and is little affected by cultural contacts. The

pupils t total score on the S.R.A. Test of General Ability

yields a grade expectancy and an intelligence quotient. All

students with the same total score would score at the same

grade level, but the intelligence quotients and grade ex

pectancy would vary; This measure carries a Spearman-Brown

reliability co-efficient of .88 with a group of 359

sixt~ g~ader8; it has a Kuder-Richardson reliability
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co-efficient of .84 with 322 sixth graders. l

Reading Achievement Test

The Science Research Associates Achievement Series

Reading Test, Form A, was used to measure reading achieve

ment. The norms for this test are equated for direct com-

parison with the S.R.A. Test of General Ability. The sixth

graders tested were not familiar with the achievement teat,

which measured both comprehension and vocabulary. The

test consisted of five stories of graduated difficulty;

following each story were two types of questions which yielded

the two test scores. The items contributing to the reading

comprehension score required the reader to locate specific

information and overall meaning, to locate information in

several places and compare the information in order to

select a correct response, and to locate information and

draw logical conclusions from it. The second score yielded

was for reading Yocabulary, and items contributing to it

referred to underlined words in the stories. The items

required the reader to select the literal meaning of a

specific underlined word when only one of the alternatives

in the item gave a correct definition, or to select the

IVirgima White Mitchell, ~ Analysis of the Grade
Expectancf and Actual Reading Achievement of Sixth Grade
Pupils,. tUpecilii.. Attent10n to .Six of ttle Possible Factors
1.. lead1W.· .rac· eve.at.· (·unPiihIIi'hiCI' Doctoral D1.serta
Won, In ana U!11verslty, 1962), p. 33.
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correct meaning of the word as it was used in the story w~en

all of the alternatives gave correct literal definitions of

the word, but only one had the shade of meaning used in con

text. The testa were relatively unspeeded and took two class

periods to administer. Kuder-Richardson reliability coef

ficients of .876, .885, and .893 were established for the

comprehension items; coefficients of .866, .875, and .885

were established for the vocabulary items. A mean of .88

resulted. Both percentile and grade equivalent norms were

8vailable. 2

Achievement Measured in Content Areas

In this particular school corporation, it was the

policy to administer the Metropolitan Achievement Battery

at the eighth month level of each school year; thus a fifth

grade average achiever should expect to score at least a

5.8 grade level achievement score in all areas of this

. achievement battery. A grade level achievement score of

6.8 in all areas would be considered an average score for

a sixth grade student. Since this achievement battery must

be given to the children at the end of the school year, it

was decided to use 8 comparison of Metropolitan achievement

scores in science and social studies by the problem readers

20scar Krlseri Buros (ed.), The Fifth Mental Measure
ments .Yearbook (Highland Park, NewJersey: 'lbe Gryphon Press,
1959), p. 648.
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at the end of grade five and at the end of grade six in

order to note whether or not a psychological approach to

improving reading would also effect significant improve

ment in the content areas.

The Metropolitan Achievement Tests for intermediate

grades provide a survey of achievement in reading,

vocabulary, arithmetic, both fundamentals and problems,

English, literature, geography, history, civics, scienoe,

and spelling. The normative program consisted of testing

in forty-seven systems of all pupils in grades two through

ten in the fall of 1948. Norms for the fifth grade bat

bery were established by scores of 14,233 fifth graders,

and norms for the sixth grade battery were established by

scores of 14,583 sixth graders. At each battery level, the

raw scores on all subtests were converted to a set of

normalized standard scores having a mean of fifty and a

standard deviation of ten. Raw scores may also be converted

to stanines, grade level equivalents, and percentiles. The

data on the reliability of the tests consist of split-half

coefficients computed separately for pupils in each of

several school systems and standard errors of measurement in

raw score terms. 3

3Wal ter N.Durost (ed.), Metropolitan Achievement
Tests (New York and Chicago: World Book Company, 1959),
pp. 19-20.
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Readiness for Reading Instruction Tested

Since the basal reader series adopted by this school

corporation was the Ginn series, the Ginn Readiness Test

for sixth graders was administered in order to determine

where skill emphasis should be placed for each individual.

The Ginn Readiness test provided, through item analysis, a

knowledge of each individual's achievement in vocabulary,

word analysis, comprehension, and study skills.4

All tests were administered within a ten-day period

in the classroom by the classroom teacher.

, 4Gl nn and Company, Sixth Grade Readiness Test, 1961.
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APPENDIX B

TABLE III

MASTER DATA TABLE, RAW SCORES

Pent.
Score Rank Rank z Score

#1 Test A 85~oo 1.00 97.297 1.973
Test B 95.00 2.00 94.594 1.736

#2 Test A 82.00 2.00 94.594 1.786
Test B 90.00 4.00 89.189 1.478

#3 Test A 79.00 3~00 91~891 1.6eo
Test B 84 .. 00 6.50 82.432 1.167

#4 Test A 76.00 4~OO 89.189 1.413
Test B 99.00 1.00 97.297 1.9411-

#5 Test A 75.00 5.00 86.487 1.350
Test B 82.00 8.00 78.378 1.063

#6 Test A 69~00 6.00 83.783 .976
Test B 35.00 32.50 12.162 -1.370

#7 Test A *' 66~00 8-.00 78.378 .769
Test B 84.00 6.50 82.432 1.167

#8 Test A 66~00 8~OO 78~378 .789
Test B 91.00 3.00 91.891 1.529

#9 Test A 66.00 8.00 78.378 .789
Test B 55.00 24.00 35.135 -.334

#10 Test A 64'.00 10.00 72.972 .665
Test B 63.00 17.00 54.054 .079

#11 Test A 62~OO 11~OO 7{).21{) .540
Test B 70.00 13.00 64.864 .442

. -

#12 Test A * 60~oo 12~50 66.216- -.416
Test B 88.00 5.00 86.486 1.374

* Indicates Problem Reader
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TABLE III

(Continued)

Score
Pent.

Rank Rank z Score

#13 Test A 60.00 12.50 66.216 .416
Test B 15.00 9.00 15.615 .701

#14 Test A 59.00 14~50 60.810 .353
Test B 13.00 10.00 12.972 .591

#15 Test A 59.00 14.50 60.810 .353
Test B 59.00 21.00 43.243 -.121

#16 Test A 58.00 16.00 56.756 .291
Test B 12.00 11.00 10.210 .545

#17 Test A * 51.00 11.50 52.702 .229
Test B 58.00 22.00 40.54-0 -.179

#18 Test A 51.00 11.50 52.702 .229
Test B 57.00 23.00 37.837 -.230

119 Test A 56.00 19.00 48.648 .166
Test B 60.00 20.00 45.945 -.075

#20 Test A 54.00 20.00 45.945 .042
Test B 54.00 25.00 32.432 -.386

#21 Test A 53.00 21.00 43.243 -.020
Test :B 64.00 15.50 58.108 .131

#22 Test A 50~oo 22~OO 40~540 -.207
Test B 64.00 15.50 58.108 .131

123 Test A '* i~·OO 23.00 37.837 -.331
Test B 1.00 19.00 48.648 -.023

*24 Test A 46~OO 24.50 33.783 -.456
Test :B 67.00 14.00 62.162 .286

#25 Test A * 46~OO 24.50 33.783 -~456

Test B 51.00 27.00 27.027 -.541

*I:aclicates Problem Reader



*Ind1cates Problem Reader
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TABLE IV

STATISTICAL 'l'REATMENT OF GROUP
READING ACHIEVEMENT DATA

N = 37 Test A Test B

Scores 85 - 22 99 - 32

Range 63 67

Mean 53.32 61.46

Mode , 66.00 84.00

Median 56.00 61.00

Standard Deviation 15.83 19.05
.._--_..._- 1---

First Quartile 39.58 47.75

Third Quartile I 64.25 73.25

Standard Error 3.13 2.60
"V"S'

Coefficient of Correlation: .81,

t-test: 2.417--Signiflcant'at 5% ~eve'1

Formula used to compute the t-test:

t = 61.46 - 53.32



S. R. A. READING ACHIEVEMENT

I GRADE GRADE!,
PERCENTILE LEVEL LEVELI TOTAL RANK IN z SCOREJ'\,:

~~,

SCORE CLASS RANK COMPo VOCAB.~<

A: 66 8.00 .789 78.37 8.0 6.4

B: 84 6.50 1.167 82.43 9.3 9.1

TABLE V

PROBLEM READER #1

AGE: 11.5

S. R. A. 'roGA I.Q.: 140

GRADE EXPECTANCY: 10.7

AmIEVEMENT (COMPOSI TE) S.R.A. TEST A.: 7.2

ACHIEVEMENT (COMPOST TE) S.R.A. TEST B.: 9.2

METROPOLITAN ACHIEVEMENT BATTERY

103

10.0+

10.0+

SaIENCE

10.0+

10.0+

SOCIAL S'IUDIES
READING MAP S

AND GRAPHS

10.0+

10.0+

SOCIAL STUDIES
INFORMATION

B: 10.0+

READING

A: 10.0+
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*This problem reader was not able to complete the first
section of the test in the time allowed; all unanswered
questions were in the vocabulary section.

S.R.A. READING ACHIEVEMENT

GRADE GRADE
TOTAL RANK IN z SCORE PERCEN'I!ILE LEVEL LEVEL
SCORE CLASS RANK COMP. VOCAB.

A: 57 17.5 .229 52.70 6.6 6.0

B: 58 22.0 .179 40.54 7.2 5.6*

6.0

10.0+

SCIENCE

8.8

10.0+

SOCIAL STUDIES
READI NG M-A.PS

AND GRAPHS

METROPOLITAN ACHIEVEMENT BATlffiRY

10.0+

SOCI AL S'IUDIES
INSORMATION

S. R. A. TOGA I. Q. : 131

GRADE EXPECTANCY: 9.5

ACHIEVEMENT (COI1POSlTE) S.R.A. 'lEST A.: 6.3

ACHIEVEMENT (COMPOSITE) S.R.A. TEST B.: 6.4

TABLE VI

PID BLEM READER #2

AGE: 11.5

READING

A: 6.6

B: 8.4



S.R.A. READING ACIfiEVEMENT

GRADE GRADE
'roTAL RANK IN z SCORE PERCENTILE LEVEL LEVEL
SCORE CLASS RANK COMP. VOCAB.

A: 46 24.5 - .456 33.78 6.0 4.6

B: 51. 27.03 - .541 27.027 5.8 5.6

105

SCIENCE
SOCIAL STUDIES

READING MAPS
AND GRAPHS

METROPOLITAN ACHIEVEMENT BATTERY

10.0+

SOCIAL STUDIES
INFO RvlATION

PROBLEM READER #3

AGE: 10.10

S. R.A IDGA I. Q. : 121

GRADE EXPECTANCY: 7.8

ACHIEVEMENT (COMPOSITE) S.R.A. TEST A.: 5.3

ACHIEVEMENT (COMPOSITE) S.R.A.TEST B.: 5.7

TABLE VII

READING

A: 6.1

B: 1.1



S.R.A. READING ACHIEVEMENT

GRADE GRADE
TOTAL RANK IN z SCORE PERCENTILE LEVEL LEVEL
SCORE CLASS RANK COMPo VOCAB.

A: 60 12 • .50 .416 66.22 7.0 6.1

B: 88 .5.00 1.374 86.49 9.9 9.8

TABLE VIII

PROBLEM READER #4
AGE: 11.8

S.R.A. TOGA I.Q.: 117

GRADE EXPECT A1ITCY: 8•6

ACHIEVE~NT (COMPOSITE) S.R.A. TEST A.: 6.5

ACHIEVEMENT (COMPOSITE) S.R.A. TEST B.: 9.85
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SCIENCE

10.0+

10.0+

10.0+

10.0+

SOCIAL STUDIES
READING MAPS

AND GRAPHS

6.6

10.0+

METROPOLITAN ACHIEVEMENT BATTERY

SOCIAL S'lUDIES
I NPORMATIONREADING

B: 10.0+

A: 10.0+



S.R.A. READING ACHIEVEMENT

GRADE GRADE
TOTAL RANK IN z SCORE PERCENTILE LEVEL LEVEL
SCORE CLASS RANK COMP. VOCAB.

A: 40 29.0 - .830 21.62 4.6 5.0

B: 43 29.0 - .955 21.62 4.3 5.8

107

SCIENCE

5.0

6.8

SOCIAL STUDIES
READING MAPS

AND GRAPHS

METROPOLITAN ACHIEVEMENT BATTERY

SOCIAL STUDIES
INFORMATION

TABLE IX

PROBLEM READER #5

AGE: 11.2

S.R.A. TOGA I.Q.: 108

GRADE EXPECTANCY: 6.9

ACHIEVEMENT (COMPOSITE) S.R.A. TEST A.: 4.8
ACHIEVEMENT ( COMPOSITE) S.R.A. TEST B.: 5.1

READING

A: 3.8

B: 5.7
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*This problem reader was not able to complete the first
section of the test in the time allowed; all unanswered
questions were in the vocabulary section.

SCIENCE

10.0+

SOCIAL STUDIES
READING MAPS

AND GRAPHS

GRADE GRADE
PERCENTILE LEVEL LEVEL

RANK COMP. VOCAB.

37.84 6.0 5.0
48.65 7.2 6.1*

z SCORE

- .331

- .023

S.R.A. READING ACHIEVEMENT

METROPOLITAN ACHIEVEMENT BAT'lERY

SOCIAL STUDIES
INFORMATI ON

19.0

23.0

RANK IN
CLASS

PROBLEM READER #6

AGE: 11.1

S.R.A. 'roGA I.Q.: 107

GRADE EXPEC TANCY: 7.4

ACHIEVEMENT (COMPOSITE) S.R.A. TEST A.; 5.5

ACHIEVEMENT (COMPOSITE) S.R.A. 'lEST B.: 6.6

TABLE X

READING

A: 48

B: 61

A: 6.8

B: 6.8

TOTAL
SCORE
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SCIENCE
SOCIAL STUDIES

RBADING MAPS
AND GRAPHS

4.8

6.2

METROPOLITAN ACHIEVEMENT BATTERY

SOCIAL S'lUDIES
INFORMATION

TABLE XI

*This problem reader was not able to complete any of the
third seetion of Test #1, which affected both comprehension
and vocabulary scores.

S. R. A. READI NG ACHIEVEMENT

GRADE GRADE
TOTAL RANK IN·' z SCORE PERCENTILE LEVEL LEVEL
SCORE CLASS RANK COMPo VOCAB.

A: 39 31.0 - .892 16.22 3.3 6.3

B: 40 30~S -1.111 17.567 4.6 5.0*

READING

A: 4.9

B: 5.3

PROBLEM READER #7

AGE: 11.6

S.R.A. TOGA I.Q.: 103

GRADE EXPECTANCY: 6.9

ACHIEVEMENT (COMPOSITE) S.R.A. TEST A.: 4.8

ACHIEVEMENT (COMPOSITE) S.R.A. TEST B.: 4.8
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SCIENCE
SOCIAL S IDDIES

READI NG MAPS
AND GRAPHS

3.8

6.0

METROPOLITAN ACHIEVEMENT BATTERY

SOCIAt S IDDI ES
INFORMATION

TABLE XII

PROBLEM READER #8

AGE: 12.1

S.R.A. roGA I.Q.: 92

GRADE EXPECTANCY: 5.6

ACHIEVEMENT (COMPOSITE) S.R.A. ;rEST A.: 3.9

ACHIEVEMENT (COMPOSITE) S.R.A. TEST B.: 4.75

READING

A: 4.9
B: 4.2

S. R.A. READING ACHIEVEMENT

GRADE GRADE
TOTAL RANK IN z SCORE PERCENTILE LEVEL LEVEL
SCORE CLASS RANK COMP. VOCAB.

A: 29 35.0 -1.515 5.405 3.7 4.1
B: 40 30.5 -1.111 17.567 5.6 3.9*

*This problem reader was not able to complete any of the
'third section of Test #1, which affected both comprehension
and vocabulary score.

! .
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S.R.A. READING ACHIEVEMENT

GRADE !:JRADE
TOTAL RANK IN z SCORE PERCENTrLE LEVEL LEVEL
SOORE CLASS RANK ' eOMP. VOCAB.

A: 32 34.0 -1.328 8.11 3.3 5.2

B: 32 37.0 -1.525 .00 4.2 4.1

5.1

5.4

SOCIAt STUDIES
READING MAPS SCIENCE

AND GRAPHS

6.0

METROPOLI TAN ACHIEVEMENT BATTERY

SOCIAL S'IUDIES
INFORMATION

TABLE XIII

PROBLEM READER #9

AGE: 13.5

S.R.A. WGA I.Q.: 87

GRADE EXPECTANCY: 5.9

ACHIEVEMENT (COMPOSITE) S.R.A. TEST A.: 4.7

ACHIEVEMENT (COMPOSITE) S. R.A. TES T B.: 4.2

A: 4.9

B: 5.5

READING



S.R.A. READI NG ACHIEVEMENT

GRADE GRADE
IDTAL RANK IN z SCORE PERCENTILE LEVEL LEVEL
SCORE CLASS RANK COMPo VOCAB.

A: 22 37.0 -1.952 .00 3.0 3.8

B: 34 34.0 -1.422 8.108 3.4 4.4

112

SCIENCE
SOCIAL STUDIES

READING MAPS
AND GRAPHS

4.9

7.0

METROPOLI TAN ACHIEVEMENT BA TTERY

SOCIAL S'IUDIES
INFORMATION

PROBLEM READER #10

AGE: 12.7

S • R • A. 'roGA I. Q. : 87

GRADE EXPECTANCY: 5.9

ACHIEVEMENT (COMPOSITE) S.R.A. TEST A.: 3.4

ACHIEVEMENT (COMPOSITE) S.R.A. TES'r B.: 3.9

TABLE XIV

READING

A: 3.0

B: 3.8
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