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TEACHING READING TO A SELECTLD GROUP OF SLOW-LEARNING
CHILDREN IN THE HI(H FIRST GRADE

CHAPTER I
INTRODUUSTION
A. Statement of he Problem

The problem of this study i1s to determine by research
and experimentation some workable methods and activities
that can be used to teach reading to a group of slow-

learning children on the high First level.
B. Importance of the Problem

American soclety is a reaiing soclety. Spoken com-
munication may be sufficient in the simple forms of cul-
ture, but in the complexlities of modern living mastery of
the printed page 1s essential.

According to Albert J. Harrls the lmportance of read-
ing becomes very plaln 1if one conslders what happens %o
those who fail to learn to real well. The poor reader 1is
handicapped by his difficulty. He 1ls almost sure to repeat
grades; and 1f he reaches high school, he 1s almost certaln

to leave before graduating. Thus many desirable occupations



which require high-school or colliege training will be
closed to hlm.l

The importance of reading is also recognized by the
elementary schools. More time and effort are spent in
teaching reading in the primary grades than in teaching
any other subject. More money is spent on reading mater-
ial than for any other type of school supplies. In the
elementary school, poor reading is recognized as the most
important single cause of retardation in the entire school
program. At the first grade level, children are very rarely
kept back for any other reason than failure in reading.2

There seems to be no doubt in the minds of educators
as to the importance of reading. Arthur I. Gates says that
the extensive lliterature written on the subject of reading,
the great amount of time allotted to the teaching of read-
ing, and the many activities used for teaching reading in
the elementary grades indlcate the lmportance of reading.
Because reading is a tool subject, it 1e necessary to master
it before the successful learning of other subjects can be
accomplish.ed.3

Since reading is so important and since some of the

lpivert J. Harris, How to Increase Reading Ability,
p. 1.

21b1d., p. 2-

Sarthur I. Gates, Improvement of Reading, p. 3.



cnildren enter school with & reading handicap, 1t seems
important to the writer to give these children a good basic
readling program through the use of approved methods and

activitlies in primary reading.
C. General Procedure

The first step 1n this study was to make a survey of
literature in the fleld of instruction in reading, giving
speclel attention to the methods of teaching reading to
slow-learning children.

The second step was to make an intensive search of
this literature, dealing especially with the portion con-
cerned with corrective reading. As there were ln the group
with which the study 1s primarily concerned some poor read-
ers who did not profit from class work, some method had to
be devised tc help them. This was done by dlagnosing the
causes of reading difficulty and by applying specific cor-
rective measures eafly in the school program.

The third step was to make a careful study of methods
and activities advocated for use in the primary reading
class.

The fourth step was to apply the above mentioned meth-
ods to a group of slow=learning children at the John B.

Hood School, San Antonio, Texas.
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D. Related Studies

The emphasis placed by educators on the importance of
readling has brought forth much needed research. A large
number of the studies concern themselves with teaching
children to read and tc overcome the difficulties which
they meet. There 1ls, however, a scarcity of books and
information dealing directly with the reading problems of
the slow-learning child in the high first grade. Some of
the studles most closely related to the present study are

Teaching Reading to Slow-Learning Ghildren,4 Children Who

Cannot Read,5 Methods of Teaching Beginning Reading to
6
Slow-Learning Children, Methoés of Teaching Primary Read-

ing As Applied to A Group of Retarded Readers,7 A Study of

Remedial Reading As Related %o A Small Group in South San

Antonio,8 and A Corrective Program for Retarded Readers 1in

43amuel A. Kirk, Teaching Reading to Slow-lLearning
Children.

SMarion Monroe, Children Who Cannot Read.

6Rosa K1dd Reese, Methods of Teaching Beginnlng Read-
Master's

ing to Slow-Learning Children, Unpublished Thesis.
7Moze11e Faulk, Methods of Teaching Prima Reading As

Applied to A Group of Retarded d Readers, Unpu 11shed Master's
Thesis.

8Mary Belle Pratt, A Study of Remedial Reading As Re-
lated to A Small Group in in South San Antonic, Unpublished
Master's Thesis.
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the Second Grade.

Kirk states that ". . . two to five per cent of the
Juvenile population are mentally retarded and require a
speclal curriculum for their growth and development."10

Harris states that

. . . about twenty-five per cent of the elementary

school pocpulation are classified as dull, border-

line, or feeble-minded deginding on the extent of
their mental retardation.

If this 1s true, it should be of considerable value to
know Just what methods and activities are best to use with
the slow-learning child. None of the studies mentioned
above, however, has dealt dlrectly with methods and activ-
ities that work best with slow-learning children on the
high first level. It 1s with such a study that this thesis

deals.
E. Limitations of the Problem

This study limits itself to the reading problems of a
slow-learning group of high first grade children. It
attempts to present methods and activities that can be

used in meeting the individual reading difficulties of

9Nella Lorene Tatum, A Corrective Program for Retarded

Readers in the Second Grade, Unpublished Master's Thesis.

10gamyel A. Kirk, op. eit., p. 21.

1lsibert J. Harris, op. eit., p. 479.



children in the same class.

It is not the purpose of this study to evaluate the
methods and activities glven nor to imply that they are the
only possible onee, but rather to suggest these methods and
activities for future consideration by teachers with simi-

lar problems.



CHAPTER II
DATA ON THE SLOW-LEARNING CHILD

A. Subjects of the Observation

A regular high first grade of approximately thirty-six
puplils in the John B. Hood School, San Antonio, Texas, was
chosen for this observatlon and study. This was a slow-
learning class, some of whom had been in attendance four and
one-half months, beglnning the low first section in September,
1947, and others who had been retalned two and three times
before being promoted to the high first section. The chil-
dren ranged in age from six to ten years. The time of the
observation was confined to four and one-half months, or one

semester, beginning January 26, 1948, and ending May 28, 1948.
B. Definition of the Slow=Learning Child

Democratic soclety 1s committed to the task of educating
all children regardless of the intellectual level. This does
not mean that all children can be educated by the same method
or to the same level of achlevement. Children vary in the
rate of learning, and some cannot profit from the regular
curriculum offered. These children are usually considered

to be slow-learning or in some cases mentally handicapped.



Kirk gives the following definitlion of a slow-learning

child:

The slow-learning child 1s one of low intelligence,

who 1s incapable of keeping up wlith his classmates

in the regular public schocls, and who therefore

requires a modified curriculum for his maximum

growth and development. . . . Any child who has

an I. Q. below eighty and who is not progressing

in school at the same rate as ot?er children may

be considered mentally retarded.

Harris defines the slow-learning child as:

Children whose I. Q.'s are between 90 and 110 are

generally considered to have average lntelligence.

Those whose I. Q.'s fall below 90 are glassifled

as dull, borderline, or feeble-minded.

Monroe declares that a child may falil to learn to read
and yet be of adequate 1intelligence. Until recent years
teachers have assumed that any child who did not learn to
read was either dull or stupid. This child may be regarded
as having a special defect. If the defect 1s persistent, it

usually causes slow-learning and prevents progress in schoc::l.:5
For thie particular study slow-learning children are
defined as those who were retarded in reading for one or more
of the following reascns: mentally retarded, physically weak,
poor in attendance, lackling ln experience and language back-

ground. Any reference to slow-learning children is to be

lgamuel A. Kirk, op. cit., p. 1.

2p1bert J. Harris, op. cit., p. 479.

SMarion Monroe, oep. eit., p. 1.



thus understood unless otherwise indicated.

C. Grouping of Slow-Learning Children

A class 1is composed of individuals who vary in theilr
rate of learning, in their abilities, in thelr achievements,
and 1n thelr interests. Not untll the teacher recognizes
these differences ls she ready to teach, ". . . because
learning the child must precede teaching him."4

Usually the best method of meeting individual differ-
ences 1s through some form of grouping. Small groups per-
wit more individual practice 1in oral reading than 1s possi-
ble in larger groups. The slow child 1s not embarrassed
by comparison between hls work and that of hls faster class-
mates, but he 1s encouraged by gains in self-respect and
gsecurity from work accomplished successfully.

When admltted to the high first grade, children are
usually divided into several ability groups. By so divliding
the children, the teacher can give each group more time and
attention according to need. Reading materials sulted to
the reading level of each group can be used, and varylng

amounts of practice can be given. 8ince children vary 1in

4Emmett Albert Betts, Foundations of Reading Instruec-
tion, p. S.

5Donald D. Durrell, Improvement of Basic Reading
Abilities, p. 67.
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the rate of learning, each group can be allowed to proceed
at maximum rate "where a child may learn at his own rate
and in terms of his own 1nterests.“6

According to Dolch, grouping is a real opportunity for
the slow-learning child, as the teacher 1s able to give him
special help and attention, and the chlld can progress at
his true level of achlievement.

Pennell and Cusack believe that the use of groups fur-
nishes a good opportunity for the development of soclial hab-
its. The child has to adjust himself to the interest of the
group. The group also serves the chlld in that it allows
greater opportunities for practlice to correct reading 4iffi-
cultles, and gives greater opportunities for participation
in discussions and oral readlng.8

The following considerations from Durrell were kept
in mind in organizing small groups 1ln the high first grade
at the John B. Hood School:

1. The groups should have common needs as deter-

mined by classroom analysis of the pupils!

abilities.
2. Grouplngs should be flexible.

6Emmett Albert Betts, op. cit., p. 4.

7Eaward William Dolch, A Manual for Remedial Readling,
p. 136.

enary E. Pennell and Alice M. Cusack, The Teachling of
Reading for Better Living, pp. 100-102.
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d. Small-group work should begin gradually.

4. Small-group work should demand care in

planning the assignments.

5. All exercises to be used in small-group

work should first have besn demonstrated
by the classroom teacher.

Upon admission to the high first grade, the children
were divided into three ability groups. This was made pos-
sible by the report of the low first grade teacher on Just
how far each pupil had advanced. The high first grade
teacher receiving the group divided it into three sectlions
of fourteen, ten, and twelve puplls respectively, putting
the best of the low first grade children in the first group,
the next best in the second group, and the poorest in the
third group.

The teacher then called the first group into a circle,
in front of the room, and gave each child an attractive pre-
primer from which to read aloud during a fifteen minute
period. Groups two and three, at the same time, were doing
seat work at the tables on material which the teacher had
previously prepared. While the children 1n group one were
reading, the teacher was studylng them to see how much
progress they had made. She then called to the circle each
of the other two groups in turn and followed the same pro-

cedure. At the end of four days the teacher knew the read-

ing ability of each pupll and proceeded to rearrange the

®Donald D. Durrell, op. cit., pp. 68-72.
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grouping.

If the groupings are based upon the needs and inter-
ests of the chlld, the groups need not remain static. The
teacher will have a flexible plan of groupling which may
change whenever the need arises. For example, the group-
ing used for a given week will not necessarily be satis-
factory in later weeks. If a child 1s absent because of
illness, he will be able to return and teke up his work with

the group nearest the point where he left the class.



CHAPTER III
FACTORS RELATED TO THE READING PROGRAM
A. Nature of Reading

Readling 1s the basic subject in the elementary school,
and the abllity to read makes the difference between the
literate and illiterate person. It 1s necessary to master
reading in order to have a foundation for other subjects in
the curriculum. For this reason it 1s essential that teach-
ers should understand the nature of reading, in order chat
they may give to the pupil the greatest possible ald in the
ability to master reading.

There 1s no definlte point from which to start an ex-
planation of the nature of readlng, as any approach will be
appropriate. No one can describe the process as a whole,
since reading is & complex process in which vision, eye move-
ment, memory, word knowledge, past experiences, and general
intelligence all comblne to inltlate a program of readlng
activity. One must begin with a certain phase, proceed to
other phases, and finally combine all the parts lnto a whole.
The writer has chosen to begin this discussion of the nature
of reading with a number of explanatlions and definltions

from recognized authorities in the fleld of education.

13



The word reading 1s derived from the Anglo-Saxon "raed"

and "raedan," which means "counsel" or "to counsel." To
read, then, means to take counsel, and reading came to mean
the double process of seeking counsel from writing and of
passing this counsel on to others. Reading has been defined
as the process of getting meaning from the printed page and
of vocallzing the thought that was gained.l

According to Pennell and Cusack, reading 1s the means
by which one satisfles his desire to know, to increase his
efficlency, %o find enjoyment, to satisfy his suppressed
d=aires, and to find ldeals and standards for the guidance
of his life.2 "Reading nas been defined as the act, prac-
tice, or art of perusing written or printed matter and ascer-
tailning or considering 1ts contents or meaning."3 The above
broad statement implies that the act of reading involves all
of the mental processes. It includes such items as the per-
ception of symbols, the recognition of meanings, the recall
of related ideas, the organization of experience, the forma-

tion of conclusions, and the arousal of emotions.4

lHarry Grove Wheat, The Teaching of Reading, p. S.

2Mary E. Pennell and Alice M. Cusack, How to Teach
Reading, p. 93.

5James M. McCallister, Remedial and Corrective Instruc-
tion in Reading, p. 16.

41v14., p. 16.
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Patterson agrees with McCallister's explanation as
stated above, but in addition he believes that interpreta-
tion should not suffer from too narrow a definition. Even
in the primary grades, it must be conétantly kept in mind
that 1t 1s not the symbol but what the symbol means that
is of first importance. It 1s not enough for a pupil to
pronounce a word correctly; he must know what it means in
context. The meaning lylng back of the written symbol is
the important fact; therefore, the thought or feeling glven
is of more value than the symbols on paper or on the tongue.

The two types of reading that must be taken into con-
sideration are silent reading and oral reading. 8Silent read-
ing is a universal dally sxperience, and instruction in this
method should begln in the first grade. Whether silent read-
ing or oral reading should predominate in the primary grades
has been the subject of much controversy. It is contended
by some teachers that increased attention to meaning is
obtained through the excluslive use of silent reading and
that oral reading merely gives practlice ln enunciation and
pronunciation. The attention to volce, enunclation, and
expression in oral reading is thought to interfere with the
understanding of the material being read. The more general

practice in the primary grades 1s to stress oral reading for

S5Samuel White Patterson, Teaching the Child to Read,

p- 8.
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the slow-learning chlld, and to balance the two types of
readling for the rest of the class. Oral reading in the
primary grades 1s important for observing growth in word-
recognition skills.6

Durrell points out that inattention 1s a common diffi-
culty in silent reading. The habit of inattentive "word
seeing" may become persistent and severe early in the pri-
mary grades. Usually it results from lack of interest in
the materlials used and lack of purpose in the activity.
Another difficulty 1s lack of comprehension which results
from lack of understanding of the words and concepts in the
mater1a1.7

Better training in silent reading is now possible
because of a greater psychological knowledge of the read-
ing process and the wealth of good silent reading materlal.
Educators are stressing sllent reading because:!

1. It gives tralning in the type of reading most

used in life.
2. It affords more economy of time, eye, and
volce straln.
3. It alds in comprehenslon.
4. It admits of selectlveness.

5. It allows one to develop his own rate of
reading.

6Donald D. Durrell, op. cit., p. 1l44.

"Ivid4., p. 145.
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6. It gives training in the kind of reading
most necessary gor the development of
other subjects.
The first grade teacher should strive to develop cer-
tain habits, skills, and appreciations in silent reading
in order that the child may become an efficlent silent read-
er. The general objectives of silent reading are as follows:
1. To create a desire and love for reading.
2. To help the child through the process of
thought-getting to master the mechanics
of reading.
3. To develop the power to think clearly and
to the point.
4. To read with the individual maximum degree
of speed.

5. To furnish opportunitlies for the child to
make use of ideas galned from the printed

6. gsgz;ain in the effective use of books.9

While the importance of tralning in silent reading is
being recognized, one must not ignore the fact that oral
reading also has 1ts value. It is a major conslderation
in the primary grades, and 1t is of speclal importance at
any level for children with reading difficultlies. It is
important because faulty habits and difficulties immediately
become apparent in oral reading in a way to reveal reasons

for the child's lack of progress and difficulties in com-

prehension. Oral reading has other values for reading

enary E. Pennell and Alice M. Cusack, The Teaching of

Reading for Better Living, pp. 94-95.

9Ibid., p. 96-
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instruction in that it motivates reading, as evidenced by

tne desire of primary children to read aloud to the group.

In a true audience situatlion, 1t encourages exchange of

ideas and a feeling of group unity. Where carefully directed,
oral reading widens speaking vocabularies and tends to im-
prove speech and conversation.

Experiments have proved conclusively that too much oral
reading decreases comprehension, as attention is largely
focused upon correct calling of words rather than upon the
interpretation of thought. Too much oral reading actually
aatgblishes fixed hablits of word pronunciation and articu-
lation of the slow oral reading rate and encourages lip
movements, which later require remedlal attention. Another
obvious disadvantage of oral reading for class work is that
only one child can read at a time. This disadvantage can
be offset somewhat by the use of small groups where a child
may read more often.lo Whlle the dangers of oral reading
must be kept in mind, the following values of this type of
reading should be recognized:

1. When reading sllently one often comes upon

passages or ldeas that one wishes to share
with others. The ability to do this well
is dependent upon good oral reading.

2. Certain types of materlal such as poetry,
beautiful descriptive and emotional passages

1°Dona1d D. Durrell, op. cit., p. 1165.
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can only be fully appreciated when they are
read aloud.

3. Unfamiliar and 4ifficult words are more
readlily fixed in consclousness when they
are heard as well as seen. Therefore in
primary reading more attention should be
pald to oral reading than 1is necessary in
the upper grades.

4. The human voice 1s one of the most effect-
ive instruments in life. Comparatively
few people can use this instrument effect-
ively. A good speaking volce, clear enun-
ciation and pronunciation are assets in all
walks of 1life. The school, then, should not
neglect the opportunities which oral read-
ing affords to develop desirable speaking
voices.1ll

The child must develop the following habits, skills,
end appreclations to become an efficient oral reader:

1. To make the audlence see the pictures.

2. To make the audience experience the humor,
sadness, or excitement of certain passages.

3. To make the audlence feel that the real
character is talking.

4. To make the audlience appreclate and love

the poemn.

5. To read with pleasing, easily understood
voices.

6. To enunclate clearly and pronounce words
correctly.

7. To read smootkly. 12
8. To stand correctly.

Reading 1s recognized as essentlial in all school activ-
ities. It is introduced informally in the kindergarten and
is used incidentally throughout the primary grades wherever

it serves a useful purpose. Informal reading 1s used

llnary E. Pennell and Alice M. Cusack, The Teaching

of Reading for Better Living, p. 131.

127b14., p. 132.
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regularly as early as the first grade in obtaining informa-
tion in connection with the various activities or units of
work that are provided. The chief purpose of the reading
period today is to cultivate right attlitudes toward read-
ing, to develop habits of good thinking and clear inter-
pretation while reading, to stimulate interest 1in diversi-
filed reading, and to provide for good reading habits. The
materials used during the reading period have changed in
the past ten years in that they now relate directly to the
child's experiences, which makes the interest more vital.
rurthermore, the methods 1n teaching reading have beern im-
proved. Greater emphasis 1s now gliven from the beginning
to the content of what is read, to the increase of silent
reading, and to devoting less time to phonies as an aid in
word recognition. Most lmportant of all, however, lis that

13
provision has been made for individual differences.

B. The Classroom and Its Equipment

The schools today are attempting to provide modern and
comfortable classrooms in which children may engage in the
democratic process of 1living and learning. The attractive-

ness of the environment was very lmportant to the success

15y1111am S. Gray, "Current Practices in Teaching As
They Affect the Development of Deslirable Types of Reading
Achievement," A Better Beglnning in Reading for Young
Children, p. 9.
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of this paerticular study, for some of the slow-learning chil-
dren of the group under observation were extremely sensitive
to their surroundings. The walls of the classroom were
painted a light color, and the many windows provided ample
light and fresh air. Four large celling lights furnished
light for dark and rainy days. The room was equipped with
movable tables and chalrs, lnstead of the conventional desks.
Colored pictures of children's activities, pets, and toys
were found in plcture books, cut out, mounted, and used as

a border around the room. Growing plants, a bowl of gold
fish, interesting bulletin boards, and a library corner
helped to make the room cheerful and homelike.

The general equipment of the room included one large
bulletin board, two small bulletin boards, a low black-
board all around the room, one chart rack, one easel, toys
of all kinds, cne wooden rocking horse, a calendar, a clock
dial, a thermometer, games, puzzles, paints, drawlng paper,
construction paper, paste, scissors, pencils, and tablets.
The supplies were kept where the puplils could help them—-
selves without calling upon the teacher. The children were
guided to acquire correct habits of using supplies and of
‘returning them to thelr proper places. Wken the children
entered the room or when they were 1dle, they were encour-
aged to start working on some activity, or to play with the
toys, or to read the library books, in order to establish
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habits of initiative, self-reliance, cooperation, and
industry.

The instructlonal materials for reading were a basal
reader, many easy supplementary books, and library books.
The materials also included chart stories, pilcture vocab-
ulary cards, flash cards, phrase cards, action cards, silent
reading cards, and many plctures to illustrate the reading
and unlit stories.

In this atmosphere the slow-learning child engaged in
the process of living and learning to read. Here he lost
some of his timidity and felt free to take part in all the
activities. The teacher in this room tried to provide an
environment suggested by Monroe, which fosters and stimu-
lates a chlld's natural curioslty, which encourages or
invites conversation and enlarges a child's vocabulary,
which provides opportunity for handling and manipulating
things, which is rich 1in good pictures, good music and good

books, and which stimulates interest in reading activities.l4

C. The Reading Program

It is important that the program of instruction during
the initial perlod of learning to read be carefully controlled,

l4Marion Monroe, "Aspects of Growth in Reading and
Related Methods of Evaluatlion," Co-operative Effort in
Schools to Improve Reading, p. 275.
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gince both the attitudes toward reading and the habits
formed in reading during this period persiet. Systematic
Instruction in readling 1is necessary if children are to
achieve rapid and orderly growth in attitudes, interests,
hablts, and skills in reading. Research findings recommend
regular daily perlods of teaching to establish the funda-
mental habits and skills necessary to growth in reading,
particularly for the slow-learning child.15
Since children vary in experlence and rate of learn-
ing, the reading program must recognize the wide range of
capacities, abilities, needs, and interestes in a primary
class. Some children come from the low first grade fully
prepared for instruction in reading and have already made
progress in learning tc read. Others who enter the high
first grade are not prepared for readlng and must be given
training to extend their experiences, to develcp habits of
good thinking, to improve their enunciation and pronuncila-
tion, and to stimulate a keen lnterest in reading. A large
number of children enter the first grade unable to speak
English. They should be given oral language tralning to
build up command of simple English sentences, to deveiop

an oral vocabulary, and to establish hablits of accuracy

15Amelia Traenkenschuh, "Basic Instruction in Read-

ing," Co-operative Effort in Schools to Improve Reading,
pp L) 47-48 -
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in pronunciation and enunciation before formal instruction
in book reading is begun.l6 The reading program in the
first grade is further complicated by slow-liearning chil-
dren. These children c¢an learn what normal children learn,
but at a much slower rate. Thelr teaching should be char-
acterized by a slower rate of introduction of new materials
andéd a greater amount of repetition than 1s necessary for
average puplls. In order that the repetition may be effect-
ive, 1t should be presented in such a way as to maintain
the child's interest at a high level and to encourage accu-
racy of perception.

Since chllidren dlffer in capacity to learn, in experi-
ence and training, it l1ls best for them to be taught in groups
which are homecgeneous; therefore, the reading program must
make provision for the individual needs of the children in
each group and provide them with approprlate tralning.
Specific attention must be glven to children who advance
slowly in the regular reading periods. Those who advance
more rapidly may be excused from many of the lessons to take

part in independent reading in the library corner. In addi-

tion to provisions for individual differences, the reading

16Nationa1 Soclety for the Study of Education, Iwenty-
Fourth Yearbook, Part I, pp. 31-32.

1751bert J. Harris, op. cit., pp. 288; 485.
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program should include the following types of reading

lessons:

1.

Silent reading and oral readling lessons

based on interesting experiences and
activities of the pupils to insure rapid
growth 1n habits of intelligent interpre-
tation.

Directed silent readlng for information

or pleasure to establish habits of con-
tinuocus, intelligent reading and study.
Directed oral reading following silent
preparation to develop ability to recog-

nize lncreasingly large units of thought

at each fixation and to read effectively

to others.

Dramatization exercises to aid in master-

ing the thought of a selection, as a means

of realizing experiences more fully, and

as an opportunity of giving to others one's
own interpretation of the meaning of a
selection.

Drill and exerclises to establish habits of
accuracy and independence in word recognition,
rapld recognition, and a wide span of rec-
ognition.

Supervised seat activities to train pupilils

in habits of independent study and in thought-
ful interpretation of what they read.
Self-directed seat activities, with appro-
priate check tests, to provide opportunity for
pupils to read independently and to secure 18
training in hablts of careful thorough work.

One of the 1lmportant principles of a good reading pro-

gram is a clear understanding of the objectives to be

attained in primary reading. Poor teaching and faulty

learning habits are often the result of vague goals. The

18

National Society for the Study of Education, Twenty-

Fourth Yearbook, Part I, pp. 39-40.




teacher who has a comprehensive plcture of the general and

specific goals at which she 1s aiming can plan & definite

reading program directed toward those objectives; there-

fore, certain general and specific objectives in reading

should be kept in mind by the teacher. These standards

of attainments should constitute a guide for the teacher

in her work and become the goal of achievement for the class.

The reading objectlives for the slow-learning child are fun-

damentally the same as those for the average or superior

chiliad.

Pennell and Cusack 1list the following general object-

ives for reading:

1.
2.
3.
4.
5.

6.
7.

To create a deslre and love for reading.
To develop the ability to get thought
with accuracy, facllity, and reasonable
rapidity.

To develop the abllity to master the
mechanice of reading.

To enable the child to read at his maxi-
mum degree of speed.

To develop the abllity to gilve pleasure
to others through oral reading.

To develop the power to read well silently.
To stimulate an appreciation of good 1lit-
erature.

The specific objectives of the reading program adopted

for use with the slow-learning group are as follows: to

develop personality through experiences whlch promote read-

ing; to develop a carefully chosen sight vocabulary so

19Mary E. Pennell and Allce M. Cusack, The Teaching

of Reading for Better Living, pp. 158-159.
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selected as to promote reading as thought-getting rather
than word recognition; to develop fluency in order to pro-
mote meaning and enjoyment of reading for leisure; to
develop, as a means of promoting independence, the abll-
ity to analyze words; to develop abllity to follow direc—~
tions; to develop ability to master vocabulary and mean-
ing in content materiale; to learn to use those skille
necessary for the organization and the presentation of
units; and to promote interest in current materials.zo

The program of instruetion should meake provision for
e good series of readers to be used in the basal reading
program. The newer reading books for children in the pri-
mary grades attempt to make the child's task easier by
carefully controlling the rate at which new words are intro-
duced and by providing systematlic repetitions of each new
word a number of tlmes. The contents of the books are in
a series and are based on the idea of keeping to familiar
experiences, in order to complicate the task of learning
to read as little as possible with unfamiliar settings or
ideas. The preprimer, the primer, and the first reader
usually center around a single famlly which includes the
mother and the father, a boy and a girl, a baby, the grand-

mother and the grandfather, and a dog and a cat. The stories

2O\'iillard E. Goslin, "Co-operative Selection of Read-
ing Materiale," Co-operative Effort in Schools to Improve

Reading, p. 133.
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ln the book are planned with attractive 1llustrations

which represent the entire story.

In the basal reading program, each day's work should
be planned carefully so that the reading vocabulary for
the day will be introduced orally and woven into the child's
conversation in advance. A summary of the previous day's
lesson should be 1ncluded in the conversational exercises.
Concrete teaching at all times is absolutely essentlal.
Anticipated obJects and pictures should be provided in the
development of new words. Dramatization insures under-
-vanding of the new words and adds to the child's interest.
The children gradually learn by experiencee and imitation
to express their thoughts orally. Whenever possible, first-
hand knowledge through observation should be given the child.
Multiple assoclations should be given through games, plays,
dramatlizatlions, songs, storles, plctures, and lllustrations
with pencil and eraycla. Through discussion and question-
ing, a lesson may be developed at the blackboard. The
story which is developed may be read by the chlldren, who
£ind sentences, phrases, or words in answer to the teach-
er's questions. The lesson developed at the blackboard
should be slightly changed to prevent memorization, written
in manuscript on a chart, and read later 1ln the day as
supplementary reading. The charts may be hung on the chart

rack and read as review lessons each day. Repetitions are
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necessary with slow-learning children in order to lncrease
greater rapldity and naturalness 1n reading. The necessary
phrase and word drill may be given in the form of games
and exercises, while phonics drill should be given only
when necessary for better enunciation and pronunciation.
The initial consonants, not blends, should be taught.
Before the children read the lesson from the book,

the teacher may show them a plcture which illustrates the
story, and then she may recall from the children's experi-
ences a few incldents suggested by the plcture. After this
aiscussion, the children may open the book, look at the
plctures, and try to tell what the story may be about. The
teacher tells the children to read the story silently to
£ind out. The story should always be read sllently before
it is read orally- When the story has been finished, the
children should read various sentences in answer to differ-
ent questions asked by the teacher. No page should be left
until several children have read 1t.21

‘ Stone suggests the following outline for better book
reading:

1. Do not tell the story, but let the child
have the Joy of getting it in the group
reading.

2. Do not use the same context for prepara-
tory blackboard or chart reading.

2lggward William Dolch, Teaching Primary Reading,
pp. 146-152.




10.

11.
12.
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Do not allow problems of word recognitlion

or cnecking comprehension to interfere

with the group cooperative endeavor and
enjoyment.

Avcid the formation of undesirable hablts
such as finger pointing and word-by-word

oral reading.

Use a brief effective approach, first for

the complete story unit and second for each
logical instructional unit.

In the earliest book reading, proceed in

the group line by line and increase the
length of the unit according to the grow-

ing ability of pupils.

Provide a motivating and helping question

or suggestion for each unit.

Have puplls respond in various ways, includ-
ing a considerable amount of oral reading.
Keep the thought connection before the pupils
and proceed in a straight ahead fashion through
a complete unit, and in a manner conduclive to
enjoyment of the experience.

Use varlous types of help on word difficul-
ties according to the nature of the difficul-
ties and the conditloning circumstances.
Conclude with a final synthesis or perspect-
ive view of the story.

Provide for speclal, short practice perilods
for motivated reﬁgading to develop fluency
in oral reading.

In the classroom where several divisions have been

ulary.

made, the reading program should provide essential follow-

up work as seat work which is based on the reading vocab-

Related creative activities should be given in

wnhich the chlldren draw at the easel, work on booklets, or
make models whilch relate to the reading vocabulary. This

form of seat work should be silent reading exercises.

22¢1arence R. Stone, Better Primary Reading, p. 287.




CHAPTER IV
THE INSTRUCTIONAL PROGRAM
A. Basic Principles of Diagnosis

Despite the fact that schools today are attempting to
provide a program of reading that will make it possible for
each child to succeed, a certain percentage of children
are failling to meke satisfactory progress. For such chil-
dren, the teacher needs to set up a program that will find
$=2 cause of the difficulty and provide corrective treat-
ment that will remedy the deficlency as far as possibles.
Although this study 1s not remedial in nature, it is well
for the teacher to know the principles of dlagnosis, the
causes of reading difficulty, and the best methods to cor-
rect difficulties. Thlis knowledge is useful when signs of
difficulty appear during the regular reading period. With
the proper preventive methods appllied at once, many fall-
ures can be avolded; therefore, instead of waiting until
the child has actually falled to learn to read, the teacher
looks for early indlcations of 4ifficulty and then applies
preventive methods. Educational research workers agree
that a careful dlagnosis is important as a basis for effect-
ive corrective work in reading. Before a teacher can begin

corrective work, certaln problems must be solved; for

Sl
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example, the teacher who expects to help the child with
reading difficulties must be familiar with the most com-

mon causes of the disablilities in reading. It is not enough
to know what readlng disabllities retard progress; the teach-
er must also be able to dlagnose specific cases in order to

determine the classification into which each falls.1

In analyzing reading disability, there are four maln
questions to be answered: the first 1s concerned with what
the child can read, the second with what the chlild wants
to read, the third with how the pupll reads, and the fourth
with why disabilitles have arisen. Before these questions
can be answered, a careful dlagnosis must be made to deter-
mine the reading difficulty. The task of the teacher 1s
to find out, as well as she can, what difficulties are
present, to use what 1s known of corrective procedure to
overcome the child!s handicap, and to teach him what he has
not learned.

The teacher may use general observation, informal tests,
standard tests, and intelligence tests to detect the defects
of children who have trouble in reading and to diagnose their
individual difficulties. The use of the tests must be

lcharles J. Anderson and Isobel Davldson, Reading
ObJjectives, pp. 322-323.

2
Albert J. Harris, op. eit., p. 131.
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followed by a careful analysis of the results obtained in

order that specific remedlial measures may be applied.
B. Causes of Reading Difficulty

It 1s generally admitted that tne most effective
instruction in reading is done by primary teachers. In
spite of the able service of the primary teacher, it has
been found repeatedly that puplls of high intelligence,
as well as the slow-learners, do not always learn to read
satisfactorily despite every advantage given them. This
1o explainable by the fact that reading consists of highly
complex ablilities that are not easy to discover and observe.
The children who do not learn to read well in the primary
grades are less likely to learn in the intermedlate grades
when the reading materlals become more difficult.3

There is no one cause of reading difficulty, but in-
vestigations made on the subject have revealed that there
are many more disabilities found in poor readers than in
good ones. No single dlsabillity, however, will in itself
ordinarily prevent a child from becoming a satisfactory

reader, but any one disability may lnterfere seriously with

the child's learning.

3William Kottmeyer, Handbook for Remedlal Reading,
p- 1.
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Gates,4 and also Witty and KOpel,5 suggest that some
reading difficulties, pearticularly in the case of beginners,
may be due to fallure to acquire primary techniques that
might have been acquired had the right guldance been glven
at the right time. Recognizing that many difficulties
arise in the face of keen deslire to learn to read, it is
apparent that any degree of misleading guldance is a serious
handicap. In spite of the significant changes in educa-
tional thought and practice, instruction in reading is still
dominated by routine measures such as vocabulary drills,
phonetic exercises, and other artificlal devices which seek
to develop appropriate eye movements and mechanical per-
fection. It seems that the inflexible standards of pro-
motion and the mechanicaelly determined point of view gov-
erning the typlcal procedure inevitably result in reading
failure for some children.

It must be recognized, however, that the causes of
poor reading on the part of some indlividuals may be traced
to various physical weaknesses and defects of the body
organs and mechanisms involved in reading. BSimilarly,
certailn mental or emotional characteristics may cause puplls
to develop difficulties. Despite the fact that physical,

mental, and emotional obstacles are numerous and serious,

4arthur I. Gates, Improvement of Reading, p. 17.

Spaul Witty and David Kopel, HReadling and the Educative
Process, p. 203.
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it is believed that most children with intelllgence quo-
tients above seventy may be taught to read if the most
favorable teaching methods are used.

According to many educational research workers, the
chief causes of reading difficulty may be sald to lie in
the child himself, in his environment, and in the school
program. The difficulties lnherent in the child may include
low intelligence, lack of reading readiness, poor general
health, visual, auditory, and speech defects, and tempera-
mental and personality factors.

Upon entering school for the first time, a child should
be given an examination to make sure he 1s not a general
defective. If the child has an I. Q. below seventy-five,
and consequently a mental age below six years, he will not
learn to read for some years after entering school. When
measured by intellligence tests, chlldren of the same chrono-
logical age show a wide range of mental ages. Both Durrell7

8
and Gates agree that whlle intelligence 1s an important

6Arthur I. Gates, Improvement of Reading, p. 18.

7Donald D. Durrell, “Individual Differences and Their
Implication with Respect to Instruction in Reading," National
Society for the Study of Education, Thirty-Sixth Yearbook,
Part 1, p. 926.

gArthur I. Gates, :The Measurement and Evolution of
Achievement in Reading,"” National Society for the Study of
Education, Thirty-Sixth Yearbook, Part I, p. &96.
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factor in reading ability, it is not the all-determining
factor that 1t is often thought to be. A child's bright-
ness does not always Getermine a high reading achlevement
nor doees a2 low mental age always indicate the limit of the
slow-learning child's reading achievement. The outcome
depends upon the teacher and the teachling procedure used
in teaching the reading skills.

Many factors are involved in reading readiness. The
child may be undeveloped in his sensory apparatus, in his
muscular coordination, in his mental development, in his
social maturity, and in his background of experiences that
would arouse the desire for reading. Whatever the cause
for his backwardness, the child who has not developed read-
ing readiness will fail to make normal progress.9

Learning to read 1is a difficult task, and children who
have physical handlcaps do not always learn so easily as do
strong boys and girls. The child whose physical stamina
is low or who 1s suffering pain from malnutrition, lack of
sleep, fatigue, infectlons, or other physlcal difficultles
is almost certain to be handicapped in learning to read
because any conditlon which lowers a child's energy and

vitality may interfere with the learning process.

There is much evidence that defects of vislon, hearing,

9
Albert J. Harris, op. cit., p. 15.



and speech are important and frequent causes of reading
difficulty. The teacher knows that a child needs a normal
palr of eyes if he is to learn to read without difficulty.
This fact 1s so commonplace that 1t is often overlooked,
and as a result many children faill to make progress in the
primary grades because of faulty eyesight. The eyes of
every child should be examined carefully before he begins
his first year in school.lo It 1s also evident that defects
of hearing are often a contributing cause of reading 4iffi-
culty. Children who suffer from hearing defects are often
iicorrectly thought instead to be inattentive, indifferent,
or lazy. If a child cannot hear well, he may find 4iffi-
culty in assoclating spoken words with visual word forms in
reading. He may e&lsc be handicapped by failing to hear
accurately what the other children are saylng or reading in
classroom activities. In addition to vislion and hearing
difficulties, there are many kinds of speech defects which
cause readling dissbility. The most common difficulties are
stuttering, lisping, slurring, and generally indistinct
speech. The child who bas difficulty in articulation and
pronunciation is handicapped in oral reading. In addlition
to the difficulties he encounters in reading, hls mistakes

and peculiarities may also be an embarrassment to him and

10Luella Cole, The Improvement of Reading, p. 27.
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11
cause a dlslike for reading.

The child who suffers from temperamental and personal-
ity factors has no desire to succeed in school and, there-
fore, needs special help from the teacher to overcome his
difficulty. Although most children are eager to learn to
read when they enter school, a few are indlifferent and some
are antagonistic. Many of the early attitudes toward read-
ing have been built up outside the school, and 1t is the
teacher's task to make an attempt to improve the child's
self-confidence, and thus restore hls mental and emotional
svability.

The difficuities found in the environment may include
a forelgn language spoken in the home, unhappy assoclations
in home and community, a background where ideas and readlng
materials are not cherished, and irregular school attend-
ance. The child who ccmes from a home where a forelign
language is spoken 1ls at a dlsadvantage 1ln learning to read.
This child develops a iimited English vocabulary, incorrect
pronunciation, and faulty sentence construction. He often
finds it hard to progress in school even though he has
normal intelligence. If the child is slow-learning, he 1s
doubly handicapped in reading.12 A c¢hild 1s further handi-

capped by unhappy associatlions, in the home and the community,

1lpibert J. Harris, op. eit., p. 219.

lzlbid., pp. 54-35.
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where friction may arise 1n the family between tne parents,
between the parents and the child, between the broiners

and sisters, or when another child 1s held up as a model

of all that is desirable. The child 1s also handicapped

by a home environment whicn does not provide books and
magazines to stimulate any desire or interest in reading.

It 1s necessary to build tnis desire and interest in class-
room reading. Frequent and prolonged absence from school
during the first year 1s one of tne most common causes of
reading difficulty. Absence from school, at no other time,
is so disastrous ag it 1s at this period when mastery of
reading 1s being developed through vocabulary development.
The lesson 1s usually arranged in a carefully graded sequence;
therefore, each absence from school deprives the child of
the necessary basic sgkills. It 1s an obvious fact that many

children do not come to school often enoug.h.l;5

It is equal-
ly obvious that frequent changlng of schools is unsettling
to a child. Each time he enters a class in the mlddle of
& term, he has a difficult adjustment to make. He can
grasp only a few of the essentials of reading.

The difficulties found in the school program may
include:

1. Fallure to give physical and mental examina-
tions to entering pupils to discover possible

1341111am Kottmeyer, op. cit., p. 38.
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sources of reading difficulty.

2. Lack of & sufficient quantity of reading
materials which stimulate interest and
have a light vocabulary load.

3. Teaching methods which treat a class of
forty children as a unit rather than as
individuals, each with his own problenms.

4. PFallure of the teacher to detect an indi-
vidual's mistake, misunderstandings, and
gape in knowledge, and particularly the
failure to correct them as they arise.

5. Methods which requlre the teacher to ex-
plain everything orally to a class as a
whole instead of employlng workbooks and
similar activities which free her for
some individual work.

6. Failure to glve young pupils sufficlent
guldance in reading from left to right,
in selecting familiar features of words,
and in emp}zying a versatlle attack on
new words.

In addition to the poor teaching practices listed
above, the childis response to the personal habits of the
teacher must also be taken into consideration as a source
of differences in reading achlevement. The teacher'!s per-
sonality may or may not stimulate the child effectively,
and the amount of learning will be increased or diminished

accordingly.l5

C. Specific Instructional Methods

Every child who 1s to become an active, understanding

reader must learn ways of recognizing words. If the words

14p.vid H. Russell and Others, Reading Alds through
the GradGS, PP 5-6.

15ponald D. Durrell, op. cit., p. 328.
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are familiar to him in conversation, he can identify them
as soon as he unlocks thelr sound. The child learns to
recognlze words by the use of configuration clues, by the
use of context clues, by the use of plcture clues, by sim-
ilarities and differences in words, and by phonetic clues.
The first method used wlth primary children 1s remembering
the words "at sight" because of thelr configuration or gen-
eral appearance. As a first step 1n developing sight words,
the child may be glilven much easy reading material.l6 At
the beginning of the new semester, the pupils may be given
books they have read in the low first grade or new easy
material of preprimer 4ifficulty. This rapid reading which
is done with a feeling of achlevement gives opportunity for
puplils to review and strengthen the vocabulary of the pre-
ceding semester because all reading, no matter how simple,
is composed of words. Before a child can read anything,

he must know some words. If he looks at a sentence or par-
agraph, he must recognize some of the words, or most of
the words, before he can get meaning. That 1s, he must
have a stock of sight words with which to work. The first
grade must be spent, ln part, in getting a stock of sight .
words with which sentences can be read.

A sight vocabulary is composed of words that the pupil

16R0ma Gans, Reading and Literature in the Elementary
School, p. 186.
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has learned by sight through meaningful association. There
are two main procedures which can be followed in developing
a sight vocabulary. The first procedure teaches the words
incidentally through repetition in connection with various
reading activities. The second procedure involves the use
of definite vocabulary exercises and drills. One common
procedure is found in flash card drill. These drills are
conducted in such a manner that the child is required to
recognize rapidly single words or phrases. Additional
exerclses may take the form of seat work and informal tests
2= which practice is glven in classifyling words in terms of
similarities or differences.17

Because a sight voeabulary is so necessary and because
there has been so much doubt as to what that sight vocab-
ulary should be, the problem is to find a reasonably smsll
number of words that are so common in all reading matter
that all children should know them lnstantly at sight.
Dolch has compiled a sight vocabulary of two hundred twenty
words. This list may well be called "basic" because 1t
includes the "service words" that are used in all writing,
no matter on what subject. This vocabulary includes con-
junctions, prepositions, pronouns, adverbs, adjectlves,

and verbs, but no nouns, since nouns must change with the

17Paul McKee, Reading and Literature in the Elementary

School, p. 186.
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change of subject matter. Some experts believe that too
much time has been spent in teaching nouns as sight words
rather than in teaching the service words which are of con-
stant and universal use.

The teacher can build the basic sight vocabulary from
the books the children actually read. Each story will add
someé of these words, and the teacher can make a list of them
as she develops the lessons. Each child can be held responsi-
ble for knowing the 1ist thus accumulated.

As the child slowly bullds a stock of sight words,
+he 0ld ones must not be lost by disuse; therefore, when
a plan is made for steady learning of new words, a plan
must also be made for continual reuse of old words. This
process is called vocabulary control and is absolutely
essential for maintalning and for increasing sight vocab-
ulary in the most efficient way.l

The use of context or meaning clues ils a word-getting
technique which serves the child well and frequently. It
is a rapid sort of recognlition technique in which the mean-
ing of the word is sometlimes derived completely from its
use in the sentence. The use of context clues limits this
word to the few that would fit into the meaning of the

sentence being read. It completes the meaning of a printed

leEdward Willliam Dolch, op. cit., pp. 205-206.

197p14., p. 197.
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sentence.

Plcture clues also aid in word recognition in that
the child may look at the plcture to find out what the un-
known word says. This method quickly gives results with
some words which are readily guessed from plictures. These
words are usually names of things, actlion words, and adjec-
tives which describe things in the picture.21 Another aid
to word recogniticn is that of word comparison or similar-
ities and differences of words. The usual work of compar-
i1son has been divided into a comparison of beginnings, end-
ings, and middle letters. A great deal of time can be
wasted in word ccmparison exercises; therefore, care must
be taken 1n giving these exerclses only when necessary.22

The teaching of word recognition through phonics is
gaining in importance. The excessive amount of phonics
taught in the past caused this subject to be discredited,
but once more phonics has come into respectability. Care
should be taken, however, that the mistakes of the past do
not cause the discarding of a tool which, if used intelli-

gently, will prove an asset in the teachling of reading.

2°Guy L. Bond and Eva Bond, Teaching the Child to
Read, pp. 149-150.

2lgdward William Dolch, op. ¢it., p. 153.

22paward William Dolch, "Growth in Recognizing Words
Accurately and Independently," Adapting Reading Programs to
Wartime Needs, p. 94.
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There is general agreement that the development of phonetic
elements should be given in a period apart from the reading
period. Attention during the reading period should be cen-
tered upon the thought content and should not be shifted
to the mechanics of reading. Many educators feel that if
phonics is taught 1n a reasonable amount and if material
selected has a direct bearing upon the reading, the child
will be helped in both reading and speaking. When taught
correctly, phonics 1s valuable in the identification of new
words, in enunciation and pronunciation, and in the devel-
opment of speech coordination.25 Children who aré good
readers, those who readlly connect the symbol of a word or
a phrase with 1its sound and meaning, should be permitted
to read in their own way. They should be taught to know
what is meant by phonles, and they should be encouraged to
make use of thelr knowledge; but they should not have
phonetic drill. Such drill will slow down and hamper the
good reader. This is the viewpoint of Betts,24 as well as
most other writers. Slow readers, on the other hand, should
have drill in phonies. This does not prevent the use of
word drill, phrase drill, or any other ailds the teacher

23Mary E. Pennell and Alice M. Cusack, How to Teach

Reading, pp. 77-78.

24Emmett Albert Betts, The Prevention and Correction
of Reading Difficulty, pp. 209-Z11.
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Wlshes to use. It is supplementary, but Just as important.
The slow reader must have phonetic drill because his sub-
conscious mind does not have its own method of connecting
the symbol with the word. He must be given a logical key
that will help him work out new words and give him a start
that will recall partly forgotten words.25
Authorities, such as Smith,26 Stone,zv and McKee,28
agree that the teaching of phonles should be deferred until
the pupils have had enough experience with reading to real-
ize that it is a delightful, thought-getting activity.
Tiioy should have acquired a vocabulary of seventy-five to
two hundred words and have begun to be interested in like-
nesses and differences in words. Thls would probably post-
pone the teaching of formal phonics until at least the last
half of the first grade. Each first grade teacher, however,
must be gulded by the abilities of her pupils. Teachers of
children with a forelgn language handicap should delay such

instruction until thelir puplls speak English fairly well.

25gamuel A. Kirk, "The Slow or Mentally Retarded
Learner," Adjusting Reading Program to Individuals, pp. 276-

26N11a B. Smith, American Reading Instructlon, pp. 221~

222.
27C1arence R. Stone, Better Primary Reading, p. 403.

28paul McKee, op. cit., p. 201.
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While phonetic methods are no longer recommended for
use as systematic procedures for first grade reading, it
1s desirable that children should learn how to figure out
unknown words. The greater the emphasis that is placed
upon wide independent reading, the more necessary 1t is
for children to be able to attack new words when they meet
them. It 1s also recognized that the use of phonics does
not consist of one simple skill, but it is a complex process
made up of several separate and distinet abillities. First,
children must develop visual discrimination. They must
become keenly sensitive to the appearance of phonetic ele-
ments within words. Second, they must learn to assoclate
a certaln socund with each phonetlic element. In other words,
they must develcp auditory discrimination. Children must
learn as a third step the art of blending sounds in work-
ing out the natural pronunciation of words. The final step
is that of contextual application. This calls for the com-
biﬁed use of visual discrimination, auditory discrimination,
and biending as applied in attacking new words encountered
in context. According to Durrell, no word should be studied
phonetically unless 1t is already in the child's hearing and
speaking vocabulary. Otherwise, the child has only a mean-
ingless combination of sounds as a result of his word study.
Preferably the words chosen for work in analysis should

appear in the day's lesson or 1n future lessons in the child's



reading. The vocabulary list accompanying primary read-
ers may be consulted for suitable words. The speecific
word analysis skills to be taught depend upon the word
elements that the child is likely to use in his later read-
1ng.29 The list which appears below includes those which
are commonly found to be used most frequently in primary
reading. Only the most essentlal elements should be taught
and those only in words whlch have meaning for the child.
Consonants: single initial consonants
VYowels: single
Prefixes: s, es, ed, ing, ¥y
Initial sounds and blends: th, st, wh, sh, br, ch,
dr, tr, e¢l, fr, gr, pl, sm, tw, fl, sw, sp
Final blends: sk, c¢h, al, on, ck, ly, nk, 1k, by,
nt, rk, se, ty
Phonograms: 1in, and, ike, 1s, ake, oke, ook, own,
ed, oy, ay, as, ed, ig, ouse, at, an, un, am, 1it,
ome, ack, ank, ut, un, ell, all, 111, ame, og, ee,
up, 1id, ool, en, oll, ot, op, ap, ing, ow
Games and exercises of many kinds may be used in word
recognition. Slow learners beneflt greatly by the extra

practice or review provided by such games. The games and

exerclses suggested on the followlng pages provide variety

ngonald D. Durrell, op. cit., pp. 199-202.
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for children who need extra practice.

The Picture Dictlomary.--Tte child makes a scrapbook

that 1s indexed. Both capltal ead lower case letters are
used. Illustrations are prepar 4 or cut from old magazines
or books. As soon as a word 1s learned, the child pastes
on the proper page the picture hich corresponds to the
word. If the word is car, a pi ture of a car is pasted on
the ¢ page- Later the teacher ray drill on words in the
dictionary by giving the child t¢mall cards on which are
rrinted the words he has learnecd. The child has to find
the pilcture that tells the same story as the word, and

30
place the word under the plcture:.

Finders (played like bingo).--Each player has a card
marked off into twenty-five square blocks. In each block
there 1s printed & word. The tesacher shows a flash card
of one of the words. The child who has that word on his
card raises his hand, pronounces the word, points to it,
and is given the flash card, which he places over the word
on his card. The child who has five words covered in any

3
direction 1s the winner.

5oDavid H. Russell and Others, op. cit., p. 8.

Sl1pi4., p. 10.
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Treasure Hunt.--The teacher places before the children

a large box filled with objects or pictures. Printed word
cards corresponding to the picture or object are arranged
around the blackboard ledge. Each child closes his eyes

and draws an object or picture from the box. Then the child

must find the word corresponding to his object or picture.sz

Blackboard Exercise.--Glve two pupils crayons of 4if-

ferent colors. These pronounce the words, seeing which
pupil can be first to underline each word called. Count

to see which color underlined the greater number of words.33

Card Race.--Hold up a card. Let pupils see who can
pronounce the word first. Give the card to the one who does
so. Continue until the cards are all given out. Then count

: 4
to see which pupil has the most.

Individual Self Drill.—--A teacher selects about fifteen

common objects for which she can find plctures. One exer=-
cise may contaln names of animals; another, names of flowers;
another, trees; and so on. The plctures are cut from maga-

zines and pasted on a sheet of paper. The nouns are printed

3271p14., p. 11.

SONettie Alice Sawyer, Five Messages to Teachers of
Primary Reading, p. 69.

341p14., p. 73.
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on slips of cardboard, about an inch wide and four inches

long. A chlld gets Exercise I and Picture I of this series.
He studles both the words and the pictures. Then he places
each slip on top of the plcture it matches. When he has
finlshed, the teacher checks the work. If the child has
made mistakes in matching his set of plctures, the teacher
corrects the errors, goes over the unrecognized words,
shuffles the slips, and tells the chlild to repeat the exer-
cise. If his work is correct, he returns the material and

starts another exercise.

Topic Matching Exercise.--This exerclse requires from
eighteen to thirty small cards. Each pack of these cards

should contain words dealing with three toples. For example:

Farm School Automobile
plg desk tires
hay teacher horn
carrots book motor
horse eraser seat
barn pencil driver
corn lesson gasoline
farmer class car

The top card of the pack lists the three maln themes. The
pupil simply sorts the cards according to topic. If he 1s
successful, he returns them to thelir proper place and gets

a similar pack.

SSLuella Cole, op. cit., p. 178.
361pia., p. 179.



Captured.~-Children line up on two sides. A flash
card 1s shown to the first chilld, who says it distinctly,
and his side repeats it. The next card is flashed to the
opposite side with the same procedure. If a word 1s missed
and the opposite side can name 1t, the child who missed 1s
captured by the other side. After the child has a turn,

he goes to the end of the line.

Domino Game.--Use about twenty-four different domino-

like cards, each card with a word at either end. The cards
should be of the same length. Thus car may be at one end
and cat on the other end of a card. Play like dominoes.
Each child must pronounce the words. The player who gets
rid of his cards first wins. Include many cards containing

the elements to be emphasized.37

Calling-Card Game.--Use twenty words and make two coples

of each, forty cards in all. Deal out about seven cards.

The players discard words for which they have matching cards.
They should take turns in calling for words needed to match
the cards in their hands. The remalning cards are dealt as

is necessary. The child who matches all of his cards first

wins.38

(4
Arthur I. Gates, op. cit., p. 285.

38-1_22._6-.0, po 285.



Consonant Exercise.-—-Have the child show a word on

the board that begins with a certain consonant sound. Let
this chlld call on another chlld to give words beginning
with that sound.59

Phonograms Exercise.--Distribute a number of phono-

grams. Give one child a consonant. Have him get all the
phonograms that he can use to make a word. Have the words

40
made pronounced.

Blackboard Exerclise.-~Write phonograms on the board.

Distribute consonants to the children. Have all children
come to the front of the room and make words by adding their
consonant to the phonogram indicated. The words made should
be pronounced.41

The word recognition techniques have been considered
as helpful tools in comprehension; although 1f a child does
not comprehend what he has read, 1t can hardly be sald that
he is able to read, even though he may pronounce the words
correctly. Reading implies meaning, and only in the sense
of obtaining meaning does the child truly read. Recogniz-
ing the important place held by comprehenslon in the total

59Hary E. Pennell and Allce M. Cusack, How to Teach
Reading, p- 89.

4071p14., p. 90.

4l1p14., p. 90.
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reading process, teachers of primary grade children should
try to develop this ability from the very first reading
lesson. BSatisfaztlion and a rapid rate of comprehension are
more or less the end result in reading.

In guiding puplls' growth in comprehension, much empha-
sis has been placed on accuracy of comprehending and remem-
bering details. The comprehension and recollection of
separate details are essential to reading comprehension,
but it must go beyond recognition and remembering details to
an understanding of the meanings that come from the inter-
relationships and the impllcatlons of these detalls. Tc get
satisfaction from reading demands more than the abllity to
understand details. It demands the abillty to use detalls
with which to get at the fuller meaning.

According to Bond and Bond, the ability to comprehend
is composed of the abllity to recognize words, to group them
into thought units, and to give the proper emphasis to the
thought units so that the sentences may be understood. Com-
prehension is also the abllity to determine the relatlonships
between the sentences in order that their meanings may be

44
generalized into the meaning of the paragraph. Doleci adds

425 mett Albert Betts, op. cit., p. 260.

43Roma Gans, op. cit., pp. 47-48.
44Guy L. Bond and Eva Bond, op. cit., p. 221.
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another idea in that true comprehension means relating

whatever the child reads with all of his past experilences,
45
thus 1lncorporating 1t into his thinking and his living.

Bond and Bond list nine comprehension abilities which

they consider lmportant in reading:

Skimming.--Skimming 1s & rapid type of reading to find
out what the story is about. In the first grade after a
story has been read, the children may skim to find certain

words or phrases.

Reading to Get the General Significance.--This is read-

ing to find out what the story 1s about. In developing this
ability with primary children, easy reading materlial should

be used.

Reading to Form a Sensory Impression.--This type of

reading is often spoken of as reading for appreciation.
Reading materials for primary children are rich in appeal
to the senses. Children enjoy the pictures, the sounds,
the tastes, and the smells, which the author suggests with

words.

Reading to Predict Outcomes.--To develop this type of

comprehension, the teacher may read part of a story and then

45gawara William Dolch, Teaching Primary Reading,
p. 166.
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each child may tell or write what he thinks will happen

next or the way the story should end.

Reading to Organize.--The simplest type of organization
ls that of sequence of happenings. This can be taught as
early as the first grade. 1In telling or dramatizing stories,
the child notices the order of events and tells the story

in chronological order.

Reading to Follow Directions.--The teacher in the first

grade develops this ability by writing on the blackboard
directions for seat work such as: Draw a blue ball; or
directions for group activities such as: Jim's group may

play with the toys.

Reading to Note Details.--This type of comprehension

calls for careful reading and for remembering each item in
the passage read. In the first grade, the teacher may ask
the children to find out all that a certain page tells about
a character. Occaslionally the teacher may select paragraphs

for the child to illiustrate.

Reading Critically.--Critical reading le an ablility
that enables the reader to evaluate material read as to
the accuracy or truth and to decide whether the story would
make a good play or whether 1t would be suitable to read

before a group.
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Reading to Generalize.--This ability in comprehension

consists of seeing the relationship of various items in a
story and comblining them into a generallzation. Puplls
should be encouraged to draw conclusions, but they should

46
be warned against reaching hasty conclusions.

If poor comprehension is caused by the puplls'! lack of
adequate background, 1t may be necessary to meet the situa-
tion by providing them with firsthand experiences through
pilctures, explanatlions, and suitable reading material. It
is better for a child to read material that is too easy than
to attempt what 1s too difficult. In some instances chil-
dren fall to make satlsfactory progress 1n reading compre-
hension because the material 1s not interesting and chal-
lenging. The competition which reading materials now face
from the radio, the movies, and the comlics 1s great. The
child must be provided with really interesting material
that will challenge his interest in order to convince him
that learning to read is worthwhlle. For the slow-learning
child, efforts should be made to get material which in
liveliness, humor, and adventure compares favorably with
other avallable material. Rich returns may sometimes be
obtained in comprehension by finding materials that are
‘related to the child's interest or hobby. It 1s not

4sGuy L. Bond and Eva Bond, op. cit., pp. 221-238.
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suggested that the reading material be confined to an area
of special interest but only that reasonably full play be
given to it.47 The most important feature for improving
comprehension is that of providing every possible induce-
ment and opportunity for more extensive reading done on
the pupils! own initiative. It i1s important to provide
an abundance of easy and attractive supplementary mater-
ials and arrange a schedule to make free reading possible.
Once the pupil has started reading voluntarily, he can be

48
assisted to increase his abllity to comprehend.

Even during the earliest stages of primary reading,
there should be a library table furnished with a collec-
tion of easy, carefully selected books which serve as a
stimulus to reading. The reading table should be placed
in a corner, or wherever 1t will be apart from the location
where the children usually sit and work. If the books are
displayed attractively on the table, the child who cannot
read will be likely to notice the books when they see other
children looking at them. The table should hold simple
books of Mother Goose rhymes, anlimal tales, falry tales,

poetry for children, and realistic stories. The material

47prthur I. Gates, op. cit., pp. 389-391.

481p14., pp. 393-395.
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should be interesting, with lively illustrations, and should

be varied in difficulty. Not too many books should be

placed on the reading table at once, and the selection should

be changed often enough to keep the children's attention. A

new book should be added every few days, and familiar ones

taken away to be brought back later.49
The puplls should feel free to look at these books in

their leisure time. 1If, after some Job has been completed,

they have a few minutes to spare, they should feel free to

go to the reading table to find a book that they wlll enjoy.

Although the child is allowed freedom, this does not mean

that the program should be ungulded. Since the teacher

knows the availability and difficulty of the reading mater-

lals, she can make suggestions about materlals the child

might find interesting. As the children gain independence

in reading, a regular period should be set aside as a free

reading period. The free perlod should be a time in which

the child feels like exploring new avenues of reading inter-

ests and a time for lelsure reading. If the materlals are

suited to the child's reading level and interests, the slow-

est child in the group will have the same chance as the

brightest to select a book which appeals to him. As the child

reads for recreation, he develops his reading abilities and

49%race E. Storm, "Developing Interest in Reading, ™
The Instructor, Volume LVI, Number 1, (November, 1946), p. 27.
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skills, he builds backgrounds of meaning and vocabulary,

he extends and increases hle reading interests, and he
“improves his reading tastes. Thus it may be seen that

the reading which a child does voluntarily in the free

reading period makes real and positive contributions to

his reading development.

The following games and exercises may be employed to
encourage, to guide, and to check on the pupil's abllity

to conmprehend:

Carrying out Actlon Directions.--The class 1s divided

into two sectlons. The teacher writes a command on the
board and quickly erases 1t. She then calls upon some
pupil to perform the action. If he carries out the direc-
tion correctly, he 1s given a score of one, which contributes
to the total score for his side.51 Example:

Run to the door.

Get under the table.
Read to me.

Hidden Card Game.--The teacher prints on cards some

directions which can be dramatized, such as,

Hop over a book.
Run to the table.

50guy L. Bond and Eva Bond, op- cit., pp. 197-199.

5lyila B. Smith, One Hundred Ways of Teaching Silent
Reading, p. 29.
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In playing the game, the children hide thelr eyes while

the teacher hides the cards in various places about the
room. A pupll is then chosen to search for a card. When
he finds one, he reads 1t silently, then acts it out, while
the rest of the class guess what hlis card sald. One of the
pupils who guesses correctly is then given an opportunity

to search for a card and so on. When all the cards are

52
found, some pupll may be chosen to hide them again.

Following Directions.--Draw the school.
Make it red.
Make the door brown.
Draw a walk to the door.
Draw a girl on the walk. g2
Draw a boy near the walk.

Action Exerclses.-- Stand by the desk.
Run to the window.
Get your book.
Open and close the door.
Jump up high. 54
Hold up your two hands.

es or No.-- Do we live ln trees?
Do we go to bed in the morning?
Can a dog run?
Can a cat fly?
Does a bird sing?
Can you talk?99%

521bid., p. 48.

-

53Arthur S. Gist and William A. King, The Teaching
and Supervision of Readlng, p. 1335.

541bid., pp. 133-134.

551p14., pp. 135-136.
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Riddles.-- I give you eggs.
I say, "Cluck, cluck."
I am a .
Completion Exerclise.--Who in the playhouse?®
"I will call Dick," said .
Dick and Jane found a .
The sald, "Cock-a-doodle-do."

rooster, was, rooster, Jane

and hold more than one thought in mind is increased by ask-
ing children to perform more than one act. Cards contain-
ing two or more actions are used. The child studies the
card; then he hands i1t to the teacher and performs all that
is required. Example:

Rap on the door.
Stand by the window.
Point to the flag.56

Directions for Work at Seats.--The eheﬁp said, "Baa,

baa.

Draw a sheep.

Color 1t gray.

The cow said, "Moo, moo."

Draw a cow.

Color it brown.

The hen said, "Cluck,
cluck."

Draw a hen.

Color it red.

56Arthur I. Gates, op. cit., p. 109.

S/



CHAPTER V
PLACE OF UNITS IN THE READING PROGRAM

A. Unit Plan

In the first grade of the John B. Hood School a daily
and systematic study of the basal reader constituted the
main feature of the reading instruction. 8ix units were
developed around the reading core and made subordinate to

it because:

Reading activitlies which are closely tied into
the varled activities in the school program
constitute a natural approach to reading, devel-
op through intimate experience a correct and
adequate concept of reading as a meaningful
procese closely related to life-activities, and
tend to maintaln and increase the child's nat-
ural interest in learning to read. Such are the
significant and lmportant advantages of readini
in relation to other activities of the school.

In keeping with this i1dea, the six units were devel-
oped to parallel the basal reader. The units considered
most important in the life of the primary child were Street
Safety, Good Health, The Home, The Farm, The Pet Show, and
The Zoo. Street Safety was developed during the first three
weeks of the semester in order that the chlldren might become

1Clarence R. Stone, Better Primary Reading, p. 230.

63
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acquainted with the rules and practices of safety in cross-
ing the dangerous streets near the school. Good Health was
always important in the first grade; therefore, this unit
on health was planned so that it could be developed and
carried out over most of the semester. Each unit on The
Home, The Farm, The Pet Show, and The Zoo paralleled a unit
in the basal reader, and was developed during the time the
unlt in the book was studled.

The six units were beneficlal to the slow-learning
child in that the materials were closely related to the
experiences and interests of the group, the basal vocab-
ulary was used in many different situations, and the chart
lessons were used to re-impress words already studied and
to test the child's power to recognize, in a new situation,
words already developed. The value of a unit of work for
the slow-learning child lies 1n the opportunitlies it offers
to him for vital and significant learning situations.
Christine P. Ingram lists five speclfic ways in which the
unit of work will function to this end:

1. It brings real purpose into much of the

child's work and play.

2. It enables him to experience things first-
hand.

3. It gives meaning and interest to the com-
monplace in hls environment.

4. It enables him to plan, execute, and Jjudge
in a simple way at the level of hils stage
of maturity.
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. It teaches him how to do things and how to
conduct himself in actual situatlions so
that behavior is integrated.

The unlt chart stories were developed during the first
perlod of the morning, and the chart stories were re-read
during the afternoon period. Word games and phonetic drill
gameeg were played during word study period, and booklets,
plctures, and silent reading activities were carried out
during the seat work period. BSongs corresponding to the
unit being developed were learned during music period. Thus
the activities of the entire day were pivoted about a center
of interest which furnished oral and silent reading vocab-
ulary and made the chlldren feel that reading was a pleasant
thing Because it related directly to something which was
close to their interests and lives and because 1t gave them

opportunity for satisfylng creative actlivitles.

2Ghrist1ne P. Ingram, Education of the Slow-Learning
Child, p- 206.
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B. Units of Work
Street Safety

A. ObJjectives
1. To teach children to act safely on the streets.
2. To create right attitudes with regard to being
responsible for the safety of oneself and others.
3. To prevent acclidents.
4. To develop habits of carefulness and obedience
to safety rules.
5. To study how traffic ls controlled.
B. Approach
1. Discuss the safest route for the children to come
to school.
2. Take children for a walk.
a. Stop at the crosswalk near the school and
discuss proper ways of crossing.
b. Have the children practice crossing the street
under the guldance of the School Patrol Boys.
¢. Observe the traffic signals in actlion. The
teacher should explain the meaning of each of
the lights.
d. Have a policeman or traffic officer talk to

the children.
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(1) The children should be tolé to give the
officers absolute obedience.

(2) The officer's duties should be discussed.

(3) The officer should explain and demonstrate

safe ways of walkling on streets.

Have children make up a story about belng careful

on the way to school.

C. Activities

10

After the trip have the children develop activi-

ties and charts to tell about safety on the street.

a.

Make a map of the best route to use in going
to and coming from school.
Make a play street intersection with traffic
lights and a policeman and allow the children
to cross the street as the traffic light flashes.
Let children make street and highway signs for
the bulletin board.
Draw pictures of the traffic officer and the
lights.
Make a chart story about the trip to be used
as a reading lesson. Example:
What We Saw on Our Trip

Polliceman

Patrol Boys

Cars

Red Light, etec.
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Drill to learn which 1s the left hand and which

1s the right and practice looking left and look-
ing right.

Drill to learn the colors red, green, and yellow,
and discuss when red means danger and when green
means safety.

Learn to read quickly the words "stop," "go,"
"fagt," and "slow."

Discuss going single flle and double file and have
the children tell when people should walk single
file and when they should walk double file.

Teach each child to say plainly and correctly his
full name, hlis address, hlis father's name, and the
name of the school.

Bring pictures about safety from magazines to
1llustrate booklets.

Read safety storles.

Learn safety songs.

a. "Let the Ball B.oll"3

b. "Remember Your Name and Address"

5
¢. "Stay Away from the Rallroad Tracks"

]

Irving Caesar, Sing A Song of Safety, p. 19.

41v14., p. 26.

5Ibid., p- 29.
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d. "“An Automobile“6
10. Make a reading chart of safety rules and have the
rules 1llustrated.
1l. Draw plctures of unsafe and safe things and write
the words "safe" or "unsafe" under each picture.
D. Culminating Activities
l. Arrange a safety program to be broadcast over a
play radioc.
2. Prepare an exhlbit of the written rules, booklets,
stories, and plectures.
3. On Friday after the unit 1s completed, arrange s
program for the parents.
a. Certain children may explaln the work of the
class and the exhibit.
b. The safety songs may be sung.
¢c. A traffic officer may give a talk about street

safety.

6Ib1d- s D 10.
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B.

Objectives
1. To learn how
2. To learn the
3. To learn the
in the home.
4. To learn the
5. To learn the
6. To

70

The Home

to keep the home clean.
duties of the children in the home.
duties of the mother and the father

names of the furniture in a home.

names of the rooms in a home.

learn to be polite, obedlent, and dutiful.

Place on the bulletin board pictures of father,

Have the chlildren seated l1n a circle, and discuss

the plctures and the duties of each member of the

family, later developing an experlience reading

Put on the reading table plcture books and story

Let the children read aloud from the experience

7. To develop self expressilon.
8. To stimulate reading.
Approach
1.

mother, and children.
2.

chart on this topic.
3.

books related to home life.
4.

chart and library books.
Activities

1.

Plan an excursion.



a.

b.

Ce.

Take a trip around the neighborhood to see

the houses.
(1) Kinds of houses.

(a) Different in size.

(b) Family homes or apartment houses.

(¢) Bullding materials.
(2) Number of houses.
Visit a house under construction.

(1) Identify the workers by their Jobs.

(2) Get samples of the bullding materilals.

Visit a home.
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(1) See the different rooms and learn their

purpcses.

(2) See the furniture and learn i1ts purpose.

(3) See the flower garden.
(4) See the vegetable garden.

Cut out magazine plctures to make plcture word

cards of bed, bookcase,

match these with labelled plctures of the rooms

in which they belong.

stove, radio, ete., and

Let the children tell what mother does in the home.

:a.

List in manuscript writing on board and later

transfer these sentences to a chart for a
reading lesson.

Make a large class book entitled "What Our
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Mothers Do, " making pictures of mother's

work and putting sentences under each plcture.

4. Tell what father does.
a. Follow suggestions above.
b. Make a chart similar to the one below:
What Our Fathers Do
Dick!s father works in an offilce.
Tom's father works in a store.
Jane's father works 1n a garage.
5. Tell what the chlldren can do 1n the hone.
a. Allow the children to tell what they can do
to help in the home.
b. Use magazine plctures of children helping in
the home on the bulletin board.
c. Use suggested chart:
How Children Help in the Home
Jane washes the dishes.
Tom goes to the store for mother.
Dick takes care of the baby.
6. Make chart.
a. Obey our mothers and fathers.
b. Be kind to one another.
c. Have a place to put everything.
d. Come to meals on time.
e. BSay "Thank you" and "If you please."
f. Say "Good morning" and "Good night."
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Make chart of table manners.

a. Talk quietly.

b. Eat slowly.

c. Sit nicely.

d. Thank mother for the good things.

e. Say "Excuse me" on leaving the table.

Table practice.

a. Have a table cloth.

b. Have flowers on the table.

c. Use a set of children's dishes, knives, forks,
and spoons.

d. Give children practice 1in putting cloth on,
setting the table, waliting on the table, using
the napkin correctly, placing the slilver, and
pulling out chalr for mother.

Make a playhouse.

a. Make a plan for the playhouse and make a
chart. Example:

Our Playhouse
We will have a living room.
We will have a kiltchen.

b. Decide what materials wlll be used and make
a chart. Example:

What We Will Need

We will need wooden boxes.
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a.

e.

We

We
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wlll need saws.

will need hammers.

Let the children work in committees.

Have some work rules and make a chart similar

to the one below:

We
We
We
We

Build a

(1)
(2)

(3)

(4)

Our Yiork Rules
will work quietly.
will take turns.
will put our tools away.
will keep the room clean.
will stay with the Jjob untll we
finlish 1it.

house.

Make 1t very simple.

Make furniture from orange or apple

boxes.

Plan color for inside and outside the

house.

Make charts. Examples:

We
We

We

Our Living Room

will have .

will have .
Our Kitchen

will have .

We will have .
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f. Dramatize activities in the playhouse.
(1) Playing father, mother, and children.
(2) Serving dinner.
(3) Having a tea party.
(4) Getting father off to work.
(5) Getting the children off to school.
(6) Talking on the telephone.
(7) Greeting people at the door.
g. Use suggested experlience chart.
Our Tea Party
We had a tea party.
Ten children came.
We sat in the living room.
We had a good time.
We talked and talked.
The children said, "Thank you."
h. Use suggested booklets.
This is Father.
Father works.

We love Father.

This is our home.
Our home is big.
Our home 1s white.

We love our home.
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This 1s Mother.
Mother helps us.
We help Mother.
We love Mother.
1. Read stories about hone.
(1) "A Broken Window" '
(2) "The Lost Dime“8
J. Learn songs. ‘
(1) "Good M.orning"9
(2) "The Clock“lo
(3) "Clean Glothes"l1
k. Make a picture show of the home and home
life studied.
D. Culminating Activities
1. Invite fathers and mothers to school.
2. Exhibit the following:
a. DBooklets.

b. Cherts.

7Gertrude Germond, "A Broken Window," The Instructor,
LVI, No. 5, (March, 1947), p. 23.

SMarion Walden, "The Lost Dime," The Instructor, LVI,
No. 6, (April, 1947), p. 20.

9Marion LeBron, I Love to Sing, p. 7.

1°Satis N. Coleman and Alice G. Thorn, Another Singing
Time, p- 11.

1lEthel Crowninshield, New Songs and Games, p. 28.
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¢. Playhouse.

Give a tea party for the parents, and have the

chlildren serve punch and cookiles.

Have the plcture show which was made by the chil-

dren.
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The Farm

A. ObJjectlives

1.

To provide a happy homelike situation where
cooperation 1s made to seem desirable.

To encourage initiative, experimentation, and
curiosity.

To give the child an opportunity to understand
and apprecliate farm products and farm animals.

To provide opportunities for making and executing
plans, . checking results, keeplng records, and com-
posing stories.

To provide situations that will develop sklll in

1l
reading.

B. Approach

1.

Discuss farm life and living in the country.

Talk about the source of the milk used during the
morning recess.

Let the children play with toy farm animals during
free play period.

Put pictures of farm animals on the bulletin
board.

Put picture books of farm life on the reading

table.

12pebbie Shaw, "Farm Study in the Fall," The Instructor,
LV, No. 10, (October, 1944), p. 15.
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6. If possible show slides, opaque pictures, and
sound fllms about farm life.
7. Discuss farm l1life.
a. Kinds of farms.
b. Workers on the farm.
¢. Fun on the farm.
d. How machinery makes farm work easier.
e. Stories of farm life.
(1) "Grandfather's Farm"l3
(2) "The Foolish Ghick"l4
C. Activitles
l. Take a trip to a farm.
a. Get written permission from the parents for
the children to make the trip.
b. Discuss with the children what they hope to
find out about a farm.
c. Discuss with the children safety and courtesy
rules.
(1) Be sure that the rules are followed.
(2) Make charts of these rules.
(3) Later write a "thank you" note to the

farmer.

13Ethel Hulslander, "Grandfather's Farm," The Instructor,
LVI, No. 3, (January, 1947), p. 26.

14Catherine Blanton, "The Foolish Chick," The Instructor,
LVI, No. 8, (June, 1947), p. 18.
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2. Make butter and make a chart to 1llustrate the
process.
3. Draw farm animal scenes.
4. Make a play farm and farm house.
a. Make orange-crate furniture.
b. Construet looms for rugs.
c. Dye cloth for rug making.
5. Make and palnt a little wagon and a wheelbarrow.
6. Compose chart stories about the farm.
7. Make a farm booklet of stories and pictures.
8. Make a play about the farm.
a. Collect costumes for the play.
b. Collect materials for the play.
c. Compose invitations to the play.
9. Learn songs.
a. "The Rooster“15
b. "My Pony"16
¢c. "Mary Had A Little Lamb"17
d. "Higgledy Piggledy“la

15Jessie Carter, Twenty Little Songs, p. 7.

161n14., p. 13.

17Leah Gale and Corinne Malvern, Nursgery Songs, A
Little Golden Book, p. 6.

1BHenry Owen, "Higgledy Plggledy," The Instructor,
LVI, No. 4, (February, 1947), p. 39.



Culmination

1.
2.

3.

Give the farm play in the auditorium.

Give a party in farm house and serve the
butter on crackers.

Exhibit the booklets, farm stories, charts,
pictures, and farm house.

Sing the farm songs.

8l
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The Pet Show

A. ObJectives

1. To encoursage children to share experlences.

2. To encourage cooperation.

3. To encourage conslderation for pets.

4. To encourage a sense of responsibility toward
pets.

5. To instruct in the care of pets.

6. To improve reading.

7. To make reading come alive.

B. Approach

1. Have a child bring his 1ittle puppy to school.

a. Have an informal discussion of the chil-
dren's pets.

b. Talk about how to care for pets.
c. Discuss what one should feed pets.

2. Put pictures of pets on the bulletin board.

3. Put plcture books on the reading table.

4. Put story books about pets on the reading table.

5. Read stories about pets to the children.
a. "Talking C!olla.r"19

: 20
b. YFluffie Puff's Adventure"

19Theodore M. Rider, "Talking Collar," The Instructor,
LVI, No. 6, (April, 1947), p. 20.

200gtherine Blanton, "Fluffie Puff's Adventure," The
Instructor, LV, No. 9, (September, 1946), p. 34. -
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c. "Mischief's Week"21
d. "Whose Dog Is Binky?"zz
C. Activities
l. Plan to have a pet show.
2. Discuss what to have in the pet show.
3. Make a chart. Example:
A Pet SBhow
We wlll have a pet show.
We will have a puppy.
We willl have a kitten.
We will have a rabbit.
We will have a turtle.
We will have a fish.
We will have a bird.
We will have a frog.
4. Have the children learn to read the chart.
5. Have a separate chart for each animal listed
above. Example:
The Puppy
This 1s a puppy.
Puppy 1s little.

21Mar1an Kennedy, "Mischief's Week," The Instructor,

LVI, No. 1, (November, 1946), p. 22.

22Marian Walden, "Whose Dog Is Binky?®" The Instructor,
LVI, No. 1, (November, 1946), p. 23. -



10.
11.
12.
13.
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Puppy 18 black and white.

He can run and Jjump.

He can say, "Bow-wow."

Puppy likes milk.
Illustrate each story.
Make cages for the anlimals.
a. Have chlldren bring crates to make the cages.
b. Cover the top slde with chicken wire.
c. Put legs on some cages.
d. Set some cages on the tables.
e. Put the name of the animal on each cage.
f. Put the name of the owner on each cage.

Example:
This is Robert
Brown'!s rabbit.

Let the children have an exhibit of the food the
pets eat, placing the caption "What the Pets Eat!
on the food exhibit table, and a caption such as
"This is Puppy's dinner' on each pet's food.
Make booklets and illustrate them.
Make chart stories.
Make a frleze of the pets.
Let children make posters about the show.

Read storlies about pets.
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l14. Learn songs about pets.

a. "Oh, I Have A Kitty"25

b. ”Spot"24

¢c. "Sing Birdie Sing"25
d. "Our Bunny"
15. On the day of the pet show, have the children
bring thelr pets to school.
D. Culminating Activities
1. Have a Pet Show.
&. Invite the school chlldren in groups.
b. Arrange the cages around the room, and above
each cage have a chart telling about the animal.
¢c. After each group has seen the animals, have a
child read the charts, explain the exhilbit,
and show the booklets.
d. Have a trick dog perform.
2. Have the children tell to other school groups their

experiences with pets.

23Ethe1 Crowinshield, New Songs and Games, p. 2.

2410ura P. MacCarteney, Songs for the Nursery School,
po 290

25N1na M. Kenagy and F. M. Arnold, Musical Experiences
of Little Children, p. 10. -

261p1d., p. 12.
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The Zoo

A. Objectives

1. To learn something about life at the zoo.

2. To learn more about the animals at the zoo.

3. To teach the chlld to express himself in making
chart storles, pictures, and reading stories about
zoo animals.

4. To learn to cooperate in makling plans and in
doing the work.

5. To gain skill 1n reading.

6. To have fun.

B. Approach

l. Discuss recent trips to the zoo.

2. Discuss pictures of zoo animals.
a. Names of the anlmals.
b. Food they eat.
c. Where they live.
d. Comparison of 200 animals with farm animals

and pets.

3. Read storlies about zoo animals to the children.

a. "What Sally Saw"z7

27
William S. Gray, Fun with Dick and Jane, Basle Primer,
Curriculum Foundation Series, Scott, Foresman and Company,
pp. 140-146.
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b. '"The Flerce Tiger“28
C. Activities

1. Visit Brackenridge Park Zoo.

a. Get written permission from the parents to
make the trip.

b. If it is necessary to go on the city bus,
discuss and make a chart of the rules of
conduct and safety on the bus.

¢. Make a chart of the rules of conduct and
safety at the park.

2. After the trip give many opportunities to re-live
the zoo trip and make chart storles of certain zoo
anlmals.

a. Tell where the animals came from.

b. Tell how the animals were captured.

c. Tell why the animals are kept in cages.

d. Tell how the keepers care for the animals.

3. Learn songs.

a. "An Elephant"29

b. %Zoo Babies“ao

28V1rg1n1a B. Bentlg, "The Fierce Tiger," The Instructor,
LVI, No. 5, (March, 1947), p. 22.

29Ethel Crowninehield, Sing and Play Book, p. 1l4.

50z. Hartman, "Zoc Babies," The Instructor, LVI,
No. 4, (February, 1947), p- 39.
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Make & booklet of zoo animals.
Dramatize stories about zco animals.
Read stories about zoo animals.

Paint a zoo frieze.

Culminating Activitles

1.

Give a zoo party and invite the parents.
March to Jjungle musiec.

Sing about 200 animals.

Read the charts.

Exhibit the animal pictures and booklets.

Dramatize an animal story.
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Good Health

ObJectives

To encourage good health habits.
To give pleasure, exercise, and relaxation.
To teach proper food habits.

To teach personal cleanliness.

5. To improve reading through experlence charts.
Approach
1. B8See that the classroom 1s neat, clean, and

attractive.

See that the teacher has good health habits.
Have health posters about the room.

Have the children bring health pictures from
magazines to put on the bulletin board.

5. Discuss health rules.
Activities
l. Make a chart of health rules.

a. Keep skin and clothes clean.
b. Do not chew pencil.

c. Eat good food.

d. Drink plenty of water.

e. Avoild drinking tea or coffee.
f. Drink milk every day.

g- Dress for the weather.

h. Go to bed early.



D.

1. Refraln from putting fingers in the mcuth.

J- Brush teeth for cleanliness.

k. Keep

fingernalls clean.

2. Have a daily inspection.

a. Personal appearance.

(1)
(2)
(3)
(4)
b. Room
(1)
(2)
(3)
(4)
(8)

Clean clothling, including shoes.
Clean handkerchief.

Clean hands, nalls, face, and teeth.
Neatly combed hair.

appearance.

Child's table.

Floor under the table.

Cloakroom.

Readlng table.

Blackboards.

3. Make health booklets and lllustrate with free

hand drawings or plctures cut from magazines.

4. Make health posters.

Culminating Activitiles

l. Have the

2. 1Invite the parents to visit in the first grade

room.

a. Exhiblt the booklets, plctures, charts, and

school nurse talk to the children.

stories made by the children.

b. Recite health rules.

90



CHAPTER VI
SUMMARY AND CONCLUSION

The problem of this study was to determine by research
and experlmeifation some workable methods and activities that
could be used to teach reading to a special group of slow-
learning children in the high first grade. It will proba-
bly never be possible for the primary teacher to solve all
the reading problems of slow-learning children, but she
can minimize the percentage of reading faillure in the first
grade by using methods and activitles recommended by author-
itles in the fleld of primary education.

The first step was to examine the literature in the
field of instruction, giving speclal attention to methods
of teaching reading to slow-learning children, to methods
of corrective reading, and to methods advocated for use in
the primary reading class, and to select the best methods
and activities for helping the slow-learning child to devel-
op his reading to the best of hls abillty. The methods
and activities giving the best resulte were retained for
use with the primary class; the others were discarded.

The second step was to gilve the children a feeling of
security and to encourage them to come to school regularly.

To this end, the teacher established a comfortable, attractive

9l
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room where the children felt free to play with the toys,
read the library books, and take part in the reading activ-
ities.

The third step was to develop a reading program which
provided the framework through which the reading abllitles,
skills, and techniques were introduced and around which
they were built. 1In this program the chlld was shown how
to read, how to recognize words quickly and accurately,
and how to comprehend what was read.

The fourth step was to develop six units to parallel
t22 baslic reader. BSlow-learning children learn to read
at a slow rate and need much drill to develop their read-
ing to the best of their abillty; therefore, the units
were used as a supplementary activity to give extra drill
and review of the vocabulary, to give added practice in
reading, and to develop more interest in reading.

The results of this study indicate marked progress
in the childrent's ability to read with a fair degree of
independence the primers, flrst readers, and supplementary
material of equal difficulty, ability in the recognition
of new words, and a marked interest and appreclation of
reading. It can be assumed that the program was a success,
but, at the same time, it must be admitted that slow-
learning children will always require more attentlon from
the teacher than the qulcker puplls, if they are to achieve

the greatest amount of success in reading.
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