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e i . . ABSTRACT.

3

. E L \' 1
This stude investigated the adolescené problem reader's

¢

perception of reading by examining the reading strategies and

definitions they employed or held. The student sample consisted of

. sixteen students, ages ‘15°to 19 years, from a trades and services
<2, .

,program in a seﬁior h;gh school all of whom wete pfbblemwreaders,
, % : ° ' -

reading two- levels or ‘more below- grade placement. The reading level

was identified by thGXSequcntial Tests of Educational Progress,\a:d\\\‘
A ,

the intelligence range was determined by the Wechler Intelligence

i o
Sca%‘ for Crildren - Revised. A qualitative analysis(of the

~
interview data indicated th@%ﬂadolescent problem resdégs reported ‘

strategie& for reading in, accordance with the»task at hand, whether

resdisg for comprehensionﬁ recalling text, solving a reading probIem,

or teaching reading. Subjects held one or more definitions of

,reading, and tended to focus more on decoding than on comprehension;

<

“and on'oralAratherithangéilent @eading.

T Subjects showed an awareness of a variet; o%*functions‘of
Yresding; for/school, vocational, or for.private pleasuré. They ™
- valued vocational‘reading above other reading, viewed reading as a
'schoolgactivity, and few engaged“in reading for pleasure, _Althoughi
.subjects were uncertain of their role as proce;sors of print,‘and had
not developed independence'in reading,imost'thought they were

- successful.

iv
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CHAPTER I - = -
h ' . . . .

INTRODUCTION AND PROBLLM
-

If children\ are - to become capable of realizing their
gpotential in" later life, they must acquire the basic
tools that a twentieth. .century society demands. [and]
““... 1f a.child. Ieaves school unable 'to read . or.
inhibited - from reading . because -of , continuous
-difficulties, he sufferg, a communication ‘handicap
which ‘will “sharply affect his choicé of career, his,
“earning .capadity, ~and his role as a member of a .
~society , whose daily bread “is the printedeord (Cox, -
1968, p!&l) ’ S y o . r

"'.In 1955 Rudolf Flesch with Why ﬁohnny Can't Read and What You. .

K3

Can Do About It drew international attention to reading deficiencies.,
- v

The ability to read is essential for all who. live in our increasingly -
B

technological society, written material continually surrounds us,. and B

o

f a person who cannot read is seriously handicapped. Reading ‘V, L
disabilities impose innumerable social and economic consequences upon
“the. individual and society, often affecting the personal adJustment |
jand accomplishments of a person, many becomendroprouts, juvenile‘
delinquents, prison inmates or welfate recipﬂentso(Cox, 1968 Haring &v
| Bateman, 1977; Pollack & Piekarz 196Y).

It has been reported that in the United States of America, one
in evessteven individuals has reading difficulties requiring special

attention ‘at some time in their lives (Richek List & Lerner, 1983)

’
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-

) Closer at home, a recent ‘news 1etter from tme gorthern Albertaq?eading
T )

”Specialists Council, September 1986 (p.4),~reported that one in five

i /- : :
Albertansghave less than nine years education, a minimum requirement
for;most‘employment or for job-training programs. Reading skills are
needed throughout" life. With the!rapidity of change in today's*world,

K

old jbbs are becoming obsolete, thus, there is a need for continual

)

retraining:'dYears of reading failure compound and build up a feeling

@of inadequacy and dissatisfaction with school.’ .
| . Locally, in 1964, nume rous young adolescents were dropping out
~of school with poor academic skills, i.e.,.failing grade IX.

'departmental exams, and having no vocational training or skills for

employment. W. P.‘Wagner, Superintendent, in his Annual Report to the,/

Edmonton_Public,School Board, January 30, 1964 described theSe,young

people as:‘ =
‘:v . ; . )

Students who will not complete grade ‘IX, who are of /.
- senior high “schiool age, some do not pass out of grad
VIII while others do hot pass out *of grade VII.: This

- group, which very well could be 5% of our junior. high B .
C .school enrolments, is -‘now being: ‘cared for in jart B
E : through pre—employment classes (p 5) ' -

/,

vWangr alarmed at the growing number of failures and
,'dropouts, was instrumental in having special programs and schools ‘
1‘established to educate and to prepare these young\people for their

place in society.' Consequently, in 1968 the Edmonton Public School

Q o . ’

Board established a vocational high school, as well as vocational
. .,} o . .

w classes,in several other high schools, to educate»and to care forvthe

mneedsvof.thESe students. The program, with some modifications,phasve

AN

b ; . @, L i



continued to this day. One such group is known as trades and services

v

students, all of whom experience difficulty in reading and” academic
& .

learning (Jampolsky, 1972 Mack 1969, and Melnyck 1979) The

/majority of these students are reading two grades belqw their grade

vStauffer, Abrams & Pikulsk , 1978). These young»adolescents,-evenv ~
though they may be of normal intelligence (Schloegl 973), have .

"experienced difficulty in developing competent reading strategies

areas: arithmetic, social studies, English and scienc

a; student progresses in school, the more success: depends;upon the

ability to. read. Since most - trades and - services students have reading

'

'levels below grade placement’ they may hold erroneous perceptions 'of -

‘the experience of reading, its purpose, and of the reading strategies

' employed during the reading process.-» e }ﬁ_’ k 'v’ \",5;
t%

This study then, focused on failing students, first alluded
in 1964 by W. P. Wagner, ‘who continue to populate the ‘school system.

nThe major concern was the adolescent problem reader s perception of
.

-

-reading. The trades and services program of the Edmonton Public '
School system.provides academic~upgrading and vocational‘training,,and

holds the subjects‘of this\research{ .
. . . o a a



PURPOSE OF THE STUDY
The porpose of this study was to assess the adolescent p;oblen'
reader'; perception of.reading. J1f preblem readersbhold erroneous

' perceptions of reéding, hecoming aware,ofbthese perceptions may assist

educatorscro makevpredictions about reading abilities and consequently

' 4
develop apprOpriate readihg instruction to alleviate the problems.

/ [

Further becoming aware of erroneous perceptions of reading, may hold
implications\for reading in‘the trades and services classes of the

admoncon Public Schools | Lo

\4 i ,\

|

! This study examined how the. adolescent problem reader

‘\

/
approached reading by deteﬁmining what strategies (Fagan, 1983;

Malicky,>1983) s/he used for reading and what his/her perception of
. reading was.

RESEARCH QUESTIONS .
. ,1.- What strategies does the adolescent'problem Yeader use in

¢

his/her approach to reading7

L

©»

2. What is the adolesdent problem reader s perception of

3

reading?

TheSe»research questions will be answered by means of a qualitative
analysis-of_data obtained from an interview study with young

adolescent problem readers. : “



T » ‘ DEFINITION OF\ TERMS .
Adolescents: are students-ranging in age from‘ll to DQ years.'

Perception. is‘the thinking process‘which'reacts_with meaningcto a

stimulus and response whereby a central process intervenes to
organize the incoming data into some sort of pattern. Andﬂghe

meaning of one s-perceptions is usually based'on_one s past
experience and/or his/her organizational characteristics
. \i . ‘
_ (Dechant, 1964, p. 494 95)

A
.

Problem Reader: for this study, is one who 1is reading two levels _

[y

below the presenp grade placement (Ransom, 1978 Stauffag,

e

AbTams & Pikulski, 1978). e
Reading' "is viewedatg‘;ommunication between reader and author with

LY

comprehension the goal of all reading encounteri....And

reading has not occurred unless the reader arrives at [the
author's] meaning." (Malicky, 1983, p.8)

Y . .

Reading Strategies: Sinceafeadingiinvolves an ifiteraction between

-

print and the feader's knowledge, the reader must develop
strategies to deal with the graphic input in reconstructing
- the author's meaning. Therefore the reading strategies
'referred to are the processes involved in- the reading act -
itself——"how" the adolescent attempts to arrive at meaning

fromlprint. More Specifically: .attending/intending, :

analyzing, associating,~synthesi;ing, inferring/predicting and



monitoring all acting in harmony and are known as interactide

‘reading processes (Fagan, 1983; Malicky, 1983).

Trades and

Serviges Students: are ‘those students'uho have been

» identified as having problems coping with a regular academic

curriculum, are weak in at least two ‘areas, usually reading

“

and mathematics, and have frequently repeated two achool
. . 7

grades.

High School, E. P. S.)

: ‘ll

.reading, erroneous perceptions may be identified.

2.

perception

impresgions held.

a po i ive

perc ption
proficient

proficient

processes.

!
/
/

#erceptidn

4.

Trades and services students are channéled to the
; _ ,

vocational pattegn of «the high school (Current-literature,_..;-

. €.
'SIGNIFICANCE OF ThE STUDY
»
.By assessing the adolescent problem reader's perception of

)

By becoming aware of the adolescent problem reader 8"

of reading, instructional procedures may alleviate faLse
Changing the approach to reading might bring about
attitude toward reading.

By becomfng aware of the adolescent‘problem reader's | 0

.
of reading strategies, s/he may be assisted invbecoming
in?reading. These adolescents might themselves become.
readers by understanding and employing interactive reading
L ’ ‘

By becoming aware of the adolescent problem reader's.

of reading, administrators may be better able to motivate



. . . ) -
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,

‘ and to fac:\itate developmental.reading inafrpction. The~ihformation

gained, ano.if utilized in practice, might positively'influence school

oolicy for reading inétruction and thus enable the school to achievk

educational objectives. » A - ‘ | .

5. .By becoming aﬁare of the ado%e:ceﬁt problem reader's

perception of reading, and modifying instr ction to correct erroneous

perceptions, students might be assisted to develop a desire for - .

reading, to participate actively by reading, and thus to lead a fuller

14 fe. :5' | ~ : #
" Information gained, and if utilized in practice might

poeitively influence reading;i

.'LIMITATlONS OF THE §TUDY
A number of. limitations characterize this study./ s
1. This study was ligi,ed by the ability of the subjects to
7put thooi?;s into words and»exoress their pereeptions orally. ,

This study was lfmited'bybthe small number of participants

selected to participate which restricts the generalizability of the

f
[ SRR -

" findings in the study to,wider populations.

: , e ( ) .
3. .This study took_place‘over a shprt period oft time and-the

data collected were limited to the stodent's responses ;and discussion

of questions. '



o - \OllG‘ANIZ@TION. OF THE STUDY | ._ '
CHAPTER I'presented a brdei‘overviev,of the‘nature and purpose
of theupresentwstudy. “lhe renginderﬁof the_sthdv is orgsnized in;the
following nanner'

CHAPTER II reviews the related research and .literature which
has dealt With problem readers and provides s\theoretical framework
for the present qualitative study. It«outlines various methods of
resesrch in diagnosing problem readers,’ This chapter also reviews'the
related researcﬁ'depicting the interactive readingbprocesses.

CHAPTER I1I describes the design of the study and the data
acollection procedures including the method for establishing rapport
with the subjects.

' CHAPTER IV outlines the qualitative analysis of the data
collected and“is devoted to describing the findings of the study based
on the discussions'resulting from the individual interviews.

CHAPTER V completes the'study. The entire investigation is

»

B & . )
‘summarized with conclusions and suggestions for further resgarch. .

-

-



A . CHAPTER II -

v
N

I
Sy REVIEW OF THE RELATED LITERATURE .
' This chapter deale with literature pertinent to the study.

* The’ first part reviews the theoretical background» the-intera ive

reading processes theory, and the interactive reading proceSses.A The

second part, related literature, discusses reading strategies, and

&

perceptions of reading. The third part provides a rationale for the
: o , '
research. - o S

) . e
- THEORETICAL BACKGROUND

‘}Introduction

Chall (1967) evaluatedl all available reading methods from 1910
to 1965 and as a result recommended a code'emphasis only as a
beginning reading method, but, warned against practice without

attention to meaning. Four methods'of teaching reading were commonly

accepted' the "phonic" methed, learning letter-sound correspondences,'

" the "sight" method, learning whole words, the 'sentence" method,_

-

learning words in mean1ngfu1 context; and the "1inguist§%" method, Y

k ;ﬂaf;ing correspondenc . between spelling patterns and oral word’

attdriis. Publishers of reading materials started including linguists

. .
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— ) 1

as authors or consultants fo; their programs. The reading progession

turned to linguists and psycholinguists gseeking answers to pro;

» %

readiag instruction (Popp, 1975). s

a . /
Soon the pedagogy of sequencing materials from simplé‘i

complex was questioned. A psycholinguistic approach to readilk 5’

4

* advocated in the 1970 s, with a strong emphaais placed ow learv-fxu
'

utilizing their existingvlanguage. Smith (1971,
for thé’fluent mature readér{ comprehension maylpreeede word
~identification rather than follow it, a‘top-down procese. Laberge and
Samuels (1980) and GoughA(1985) suggested that the reader is
considered anbanalytic processor of print’whereby printed information
is analyzed through a series of low—-level to higher—level stages,
.1bottom-up processing. Smith views the reduction of letter, word,'or
meaning ugcertainty as'independent of each other; that word analysis .

ie not necessary;‘and that the.reader should establish visual-semantic
.relationships, or print-to-meaning associations. Goodman (1980)

viewed\the reader as a problem—-solver, one who‘useS'hie conceptnal and

linguistic knowledge to form hypotheses about what he reads, and by

* M

analyzing print, confirms, adjusts or rejects these hypotheses.
Page & Pinnell (1979) described reading as a cyclical

. sycholinguistic process with meaning always the goal. They described

hree information systems for reading 1) The grapho—phonemic system -
nvolves taking cues from print and relating them to prior knbwliedge

f the sound patterns of language. With this system, relationships of
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words, syllableé, létCer‘combinatioﬁs, and letters to sounds are qged
as‘needea to reconstruct t@e aqthor's messagé.' 2) The syntactic
system, the grammar of a language, ‘is the pattern fér putting words
tbgether #n phtases, clauses, and sentences and is a part of the
reader's knowledge. .3) Tﬁe.seganfic system, theilanguage meaning, is
concextuaily determined, aﬁd is highl;’;ocial and personal |
‘reéreSent;ng thé.fdll*fhnge of ﬁhoughts, feelings, and emotions of the
users of the language, as individuais, and asvsocial groﬁps. The
‘reader seeks to reconstruct a contextuaily—based‘mean&ng from the

\ N

author's pfinted language.

)

Inhteractive Reading Processes Theory

Reading takes place in a variety of settings and for

different purposes e.g. social studies, science, English as well’a; in -
vocational classes‘tq inform or to entertain ‘the reader at school, at

; hoﬁe of on the job. Since.reading has not occurred unless the reader
arrives a; the author's meaning, reading is viewed as a mental
;omaun;cation between reader and au;hor (Fagan, 1983; Malicky, 1983;
Wixson And Bosky, 1984){ Comprehension is integnél and cannot be
obser;éd ditectly,'it>is a process, not a'state,'hnd,i; involveé the
‘meaningful reconstruétion of an author's message by the use of prior
'knowledge. Thus successful réading emerges as a highly complex,

interactive process, and what the reader brings to the page is as -

. v .
important as what is written (Page & Pinnell, l%ﬂ9;,Adams et al., 1980)
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" The reader makes efficient use of strategies aé well as
A ,

semantic clues to understand printed information. Comprehension may

result frofibottom-up or top—dow; processing. Bottom-up processing is
data-drivgn; while top-downlprocessing‘is conceptually driven. 1In
bottom-up processing the réade; may gstart with 1e££ers, then go to the
-words these letters spell. As-words are identified the reédec has
'fgrther expectations for hqw these words will bg strung together into,
phrases and }entences, and what they will ﬁean wheﬁgassembled. In .
top-down processing the reader comes with his/her knowledge of
language, and of, the world, which ié tested, accepted or rejectea
'ggainqt what‘is printed. For the_skilled reader top~down and
bottom-uﬁ processing are seen to occur simultaneopsly. This makes
successful reading as deﬁendeﬁt upon the information that is in the

reader's head, as it is upon the info;matioﬁ'that is in the text

(Adams et ¥1., 1980; Smith, 1971, 1975; and Goodman, 1980).

, >
N

Interactive Processes -

»

Regging comprehension essentially becomes an interaction
between g;hphic.iﬁput and a readet's knowleﬁge with comprehension the

goal, graphically depicted as follows:
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Interactive Processes

Graphic Input . Reader's Knowledge

o

- Fig. 2-1: Dimensiohs,of a Readjng Processes Model (Malicky, 1983,
p.10).

Craphic input consists of the actual print, thebletters and®
words making the sentences in text, their location on the page, as
well as texE,orgahizers, headings, paragraphs and other significant

. '
fgatures. The reader interacts with the graphic input as s/he brings

prior knowledge to the‘teit. ‘Reader's knowledge referg to all
stored experiences the reader has had;>;ﬁd may be considered the raw
material of.thinking (Fagaﬁ, 1983). The reader uses a persoﬁal store
of gonceptg aﬁd schema;a to make sénse of stofy events. Afe
information is analyzed and compared with information acéumulated as a
result of prior expe;iences (A?gms et‘al.; 1959; Sawyer,‘1980;

Rumelhart, 1980; Smith, 1982; Fagan,‘ﬁ983). The ;eader's knowledge of

the world is combined witﬁ\his/her knowledég of language fhcluding

structure, lexicon, syntax and semantics. The interactive processes
are those reading étrategies which work together with graphic ;’put

and reader's knowledge as the reader constructs meaning from print, |

and are described as: attending/intending, analyzing, associating,
\ [}

synthesizing, inferring/predicting, and monitoring. When controlled
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by the reader, the strategies work together automacicalfy in

14

abstracﬁing meaning from print. These strategies can be summarized as

follows:

,

Attending/Intending is Afocusing attention on the
visual information and intending to reconstruct
meaning from print. .

o,

Analyzing is the discrimination and selection of

visual information and abstracting meaning units from

the text.

Associaﬂing is the assoclation of meaning with visual

information in reconstructing meaning from print.

Szhthesizihg is the synthesis of information and
relationships abstracted | from ideas within and across
sentences as the reader constructs meaning from the
discourse. ) )

Inférring/Predicting is the reader's use of background
knowledge to infer or predict relationships ‘among
ideas which are not explicitly stated and thus go

beyond the author's stated ideas.

constructed as a result of an interaction between the information

~suggested by Ahe text and the reader's existing knowledge (Spiro,

1980).

Monitoring is a confirming process having a broad
regulative function over all of the processes involved
in the construction of meaning from print. (Malicky,
1983, p.16-19). :

Reading then is an active process in which meaning is

2

The reader must ... react to the author's message.
The mature, effective reader must weigh the writers'
words, evaluate them, appreciate them, enjéy them, and
test them against personal knowledge and experience.
Immature ‘readers may accept whatever they see in print

without questioning, and without reference to what :

they already know about the subject ( Brown, 1982,
p.9). '



' RELATED LITERATURE? |

‘ Reading Strategies ""i, ; f

| e Reading is grounded in experience, -and the phenomena stored in'
}.°“e K3 mind have great impact on how the printed word is'processed and
undenstood. The efficient reader makes use of &ll the strategies to
understand.pri;;ed ihformationvin reconstructing the author ] meaning '
.v(Goodman, 1970 Smith 1973).. There is no possible sequencing of

,)‘ . .
trategies during reading instruction since all systems must be'

these

[
—

used‘interdependently in the reading process,-even 1n the first
*attempts at learning to read (Goodman, 1982) In the utilization of

,.these strategies which enable the reader to reconstruct the author s

meaning, Adams (1980) explains that: . i»':fi'r _;'
- For. th skilled 'reader, the [strategies] involved din-

reading ) are so well learned and integrated that
written "nfOrmation can flow almost automatically from,

.~ sensation " to. meaning. ...« processing i.. occur[s] at

" all- levels “of analysis ‘simultaneously as she or he
proceeds through -the text.-..;.[And] tru$ reading is

- only possible if the whole complex of subpfocesses are:
v'functioning easily and’ in proper coordination. None =

. of ‘the processes ‘can - be . absent -‘or require undue

' attention or comprehension will suffer (pp- 12 14)

i

' In attending/intending the reader haswto appreciate the
cruciayﬁéiscrimination necessary for reading, a8 well ‘as for what has

to be ignored. An active, attentive, and selective reader who applies

prior knowledge to text is required for meaningful comprehension.
. R : ¢

‘ﬂklso if too" much attention is given to the decoding of new words then

attending to comprehension will be impeded (Ekwall 1985)._ p - p“x



Associating sounds to letteryy %uditory with visual features,

‘1nvolves phonological recoding but not necessarily meaning. It is the,

association of meéning with visual cues, without=sou@d that is

A ' LI } ¥

'ultimately desired. If the WOrds are familiar,vand previousiy present

\

in the child s speaking vocabulawy, then the @tudent can construct a .

'Spoken analogue of the text}(Smith 1978; Page & Pinell '1979).

.

-Analyzing requireSfthe reader to employ text organization, the

fahilit& to read in units larger than -ingle words, to obtain meanings
S ' L I T . : ' :
~ of those words in long term semantic memory, and to. understanu

-

<

relationships,held between words. Information is analyzed ¢ iy t¢ the »

' depth necessary to meet curtent needSQ 2Good cOmprehenders read in
large units,’utilizing information between and within words to enable
them to minimize frequent fixation pauses and word- by~ wdrd decoding

: (Golinkoff 1975‘—..1976).-

Synthesizing by integrating information across. sentences is

.

“also‘essential to comprehension, Relationships other than sequence, )

3

‘are common in written discourse 3 cause—effect relationships,.
-explanations, elabbrations, examples, exceptions, contradictions,
generalizations, “and conclusions. ‘What is in the written message is
. : . S
also affected by what is in the readér s head (Adams et al., 1980)
Reading involves»the synthesis ofﬂinfoxmation by'the
‘égndensation and reorganization of wordS, phrases, sentences,iand

interpretations of the printed text while constantly monitoring for

(meaning and comprehensiong In reading comprehension, two kinds of
L | ,‘ - S " ' e X o

r
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processing are involved* data driven,”the textual input, and
conceptual driven, the reader' s.knowledge structures or schemata on.
understanding the teXt.’ The reader s‘expectations and/or;goals at the;
time of reading determine the process. Most books are written in a

way that one. part more or less automatically prepares the reader for
U .
~ the next part, and only. ass: assimilation is required by the“reader. The

~z

text must parallel the reader s knowledge structure so that s/he. has;

some control over comprehension, enabling comprehension monitoring.

\

Understanding can be facilitated by material. previously read or still
‘to be read. As new. insight is learned,‘the older information takes on
‘a different importance as knowledge is constantly revised and changpd

Inferring/predicting is crucial to comprehension in that it

>

involves the interaction of prior knowledge with print. Inferencing

: involves using. background knowledge to read between and beyond the"

lines and can be supportéd but not proven.. ‘Predictions are made and

Toe
1}

‘ evaluated before, during and after-reading. ‘Thus, the constructive
aspect of reading involves the‘synthesis‘offideas; making predictions‘
.and inferring other ideas by bringing background knowledge to print,
demonstrating that what the reader knows is valuable and can be built'
-upon (Malicky, 1983)

Poor readers have trouble,with inferential questions either o
,because‘they have not had background experiences,they can relate to
:the story,.or‘becauseﬁfhéy‘have.not practiced inferential thinking in

. ¥ . , _
their reading classes. Inferential research was conducted by Hansen



and Hubbard (1984), with grade 4 subjects. In an exoerimental
teaching program, teachers taught their students an inferentiall

:~hod, gave them a lot of practice, and had the students’

t their'process ofldrawing inferences} Student 8

comprehension and interest increased when they talked about how they
‘ N

‘vread drew inferences, and answered . inferential questions, and as

~

these podr readers read, they compared, extended, interpreted and
| actively created messages. From the discussions, students understood
that meaning of a text ddes not lie within the words on the page. The

r\\

students ‘compared something from their own: lives to something that
might happen in the’ upcoming story. Teachers.led students through the
;nferencing process so they would: realize ‘what thinking processes they
' might use ‘as they.read. Students read the. stories immediately ‘after
the strategy discussion. The reSults of the study indicated that
students, with,inferential instructions, read post—test stories with
significantly greater success than did the_other students.
7Monitoringicomprehension is the ability to recognize that a
"Tailure has occurred, to make a corrective decision, and to regulate
orie's level of understanding while reading. -As predictions are made,
they are’tested with cues from the»textéﬁgainst the readefbs;

o .

background knowledge, then confirmed or refuted. Furtheg text

4
"information is sampled to revise predictions. Monitoring is thus seen
as having a broen regulative function over all of the strategies ' o

-involved in cummunicating with the author in the reconstruction‘of

meaning from print.(Malicky;k1983);
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effective reader engages in a variety of
deliberate ‘tactics to ensure efficiency. ... The
efficient reader learns to evaluatfe strategy selection
" not  only in terms of final outcomé but in terms of the
~‘pay off .value of the attempt, information is analyzed
_only - to the depth necessary to meet current needs.
This ability .implicates  a subtle monitoring of the
- task  demands, . the reader's own 'capacities and
“+  limitations, and the interaction between the two. All
these activities “involve ... conscious, deliberate
attempts to understand and orchestrate .one's own
efforts at being strategic (Brown, 1980, p. 456).
Alverman.(l983), in‘a study with average grade two children,
implemented a technique of protocol analysis which requires the
subject to think aloud as-s/he gsolves a problem. The subjects were
required to "think aloud" after reading each clause which was marked
- : . B . .
'with a red dot. With this technique the researcher was able to infer
the reading strategies used.
In a similar protocol analyis, as described above, Olsha\
(1977) aAsess d the strategies of grade ten students. Twenty-four
i s
high school English classes to investigate the reading processes they

tenth grade//tggen{s were'randomly seleCted from three heterogeneous

employed in eomprehending an author's message. The results
demonstrated>an important difference\hetween the reading behgvior of
good and poor readers. 'Although bothngrOups used the same reading
strategies, readers with high interest applied strategies ‘more
frequently'than readerS'with low interest, and the good readers used
: aiifzeading strategies more often. The greater use of strategies by
good readers implies they are moreé active in their attempt to

comprehend.' In a later study, again with protocol analysis,
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Olshavsky (1978) investigated eleventh grade student 8. ability to
‘adjust their strategies to accommodate increaeingly difficult
material. Good and poor readers read the same excerpts from four
short stories (leuelsaﬁ-S §H10 11-12, and 13-15 according to the
_Dale Chalil readability ?%rmula).- The findings revealed that good and
' poor readers: use all strategies less frequently as_ the stories become
dore difficult. Olshavsky concluded that there was evidence |
‘1 supporting the teaching of problem‘identification.and problem solving
strategies, and that it strategies are essential, teaching readers to
apply them would be one means of helping them to cope with: the
difficult material they encounter in the high school. )

.'Diuesta, Haiward & Orlando (1979). working'witﬁ'junioriand
senior high.school and college students; investigated_comprehension
‘.monitoring in terms of where‘information is located in the text:

'running text, the text in/the order~in_which‘it~is written, or,
.‘subsequent'text: A cloze test_was devised to measure difterences in
the‘reader's_use of Egnning and subsequent tent and the extent to
which,wordS'available in the text are used,to:completé.thé context of
a passage. Twelve unrelated paragraphs, with five'words.deleted from
within each paragraph predominantly nouns and verbs, made up the
test. The position of the deleted words was varikd in two ways in

]

six of the paragraphs, the deletions were in the first half of the

F

paragraph in six of the paragraphs, the deletions were in the last

half of each paragraphs Running text paragtaphs required only



r 3
i .

"assimilation through serial reading to find information for thé cloze

test, while subsequent text paragraphs required the(reader‘to refer to

the last half of the paragraph in order to gain the information needed
‘ ’

to complete the cloze test. X
(2;)The researchers found that the abilify to use subsequent text

¢ A}

was d egrhed étrategy-which was related to reading maturiﬁy, and/or

<&

agé, and developed with’rgading-experience. Cdmprehen§16n~impfo§éd
when the usé of su?sequent text was déveldped, ahd with ihcreases in
ability, the feader was, aware that information‘is lpq?ted within tﬁeu'
.‘;ext rather than just‘at the ﬁéint'of fixation. The fluent reader had
' deVeloped_this\desirable'expectatioﬁ, ﬁqt the réaders'of;Iowe¥ ability
did.not employ this straﬁegy or, if ;hey did, fhey used.it
1ﬁefficiently. .Poor readers were hindered when sﬁbsequent infofﬁation
'was required for monitorihg theif combrehension, and. may have vigwe¢
the text as the. only source of information-—infbrmatioﬁ thai neededz .
only.to be'assimflated anq un@erstood by readiﬁé'sgquéntially,"They:
had not learne5<that te#t can be comprehended, even Qhén serial |
coptinuity is‘dis;ﬁpted, by a'systeﬁatic éearch for contextual
inforﬁat;op. The researcﬁergfcaugioneé agaihét instruction which

unduly emphasizes. serial proteséihg, it may impede developiné=the

:expectationAthat information occurs in'subsequent text.

\“?L:" : . o ) . R . * . 21 |
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Overali, [problem] ~readers may ‘havella limited
knowledge ¢ of the role they, as processors of
information, play in 'comprehending text. ... In part, e
this requires the reader's understanding of what the
text can or should provide balanced against what the
, reader must . provide or do to the text. It involves
. . " further an understanding that one, as reader,. need

. ' mnot rely exclusively on the precise order of words as
printed to understand the text and that, on occasion,
the reader may find it. necessary to sample other
portions of .the text as dictated by his or her needs
(Markman in DiVesta, Hayward & Orlando (1979), p.lOS)’f ol

. - *
: ~

How children readf?o rememberéinvolves bothtreading to:

s

understand  and efforts to retain what' is read. Students nho monitor;%
their»comprehension and apply remedial strategies.to problem solving |
are better able to exert control‘when comprehension.fails.
“Converselly, readers who fail to detect a reading problém wiiinnot‘
correct aAfaiiureito comprehend.' In an investigation nith sixth~ and
..seventh—grade children Hare and Smith (1982) set out to determine if
| what children say they do is what they agtually do in classroom
reading situations. The first pdrpose was to determine whether good-
| and yoor-reading sixth-graders differed in their monitoring and memory
strategies, t;e second purpose, with' seventh—graders was to determine
whether reading achievement and recall scores would be positively
related to the numggi of strategies produced. Working with these
groups of parochial school children, protocol analysis as well as
retrospection and self—report\yas used. Students had no tronble
éeporting’the réading processes they thought_they=emi;oyed in

. e ‘

monitoring“and problem-solving'strategies. Good readers appeared to
. - .
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.

.useﬂmore effective readiﬁg processes and stopped reporting when they

had exhausted. what they believed they knew. As well, studentgiv““//jz

retrospéétions abogt what they did correlated ‘moderately with reading

*
—

achievement.

Perceptions of ngdiq‘

. Reading .is a mental process, a communication through print

with the author. Reading activities take place in a variety of
setﬁings and for different pﬁrposes; the stngnt's perception of these
activities is important to our picture of- his/her approach to reading

and comprehension. Thus, the adolescentAproblem reader's perception

+ of reading is examined to dete;mine<how his/her reading stfategies\and

perceptions of read%ng come tbgether. Fagan (1983) eﬁplained that in

°

studying the act of reading:

..+ the focus -is on .what the learner is doing while
reading rather than on what the teacher teaches and
what the reader may have learned. More specifically,
" +«.. one is "concerned with how a reader identifies
: . words and constructs meaning. Reading is viewed as an
&%  integrated activity in which the reader(s prior
: - knowledge aids the interpretation of print, and the
interpretation . of print influencqs-the nature of prior
knowledge that 1is brought to bear in constructing the
author's message (pp. 11-12). > . -,

Berception is receptive in the sense that it-involves the
taking in of sensations.'<éazfntral process intervenes between the

_stiﬁulus and the response matching past experiences:withhthe e

sensations, and organizes the incoming data into some.sort of pattern.
' : - ‘ 7z
. . .

AN



The méaning of perception is usually based on the perceiver's prenioua‘

Y

experiences (Dechant, 1964; Stauffer, Abrams & Pikulski, 1978).

‘gerception is the thinking process which gives meaning
to a sensation or stimulus; it is the knitting

together of nerve impulses into a conscious impression
of the external world. It is the understanding of
that which is seen or heard or felt. Every perception
is a complicated weaving together of the stimuld of
past experiences, of  interests and even desires

'“(Blankenship in Stauffer, Abrams & Pikulski, 1978, p.

18%).

»
l“

Two groups of children who were of widely different ages and

/

abilities, gnade two and grade six, were interviewed by Myers and

Paris (19/94/:; ég\theig perception of the characteristics of good

readers~§nd how they would resolve comprehehsion failure in their

reading.

‘graders.

reading as decoding, while older children,-(good readers),'perceived

Second gradefs reported fewer strategies thanpthe sixth

Young children, (poor readers), perceived the purpose of

1

24

the goal as meaning\efffaction or constfﬁction.v_Young children tended

to refer to external sonrces, (i. e., other people), to solve reading

. problems while older children generated strategies internslly.

Second,

gradersaperceived reading as an orthographic-verbal translation

problem rather than a meaning construction and comprehension task.

4

the special strategies“required for monitori

understanding.

-~ ' hd

The

results of the study demonstrated that poor readers have a limited

»

understanding of the purpose of reading and reading strategies and

.

ighey seemed to be unaware of the characterisglcs of good readers ‘and

could profit from instruction An . he parameters of proficient reading.

.

i
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Hare & Pulliam (1980) employed an introspection/rsftrospection
technique to find out what college undergraduates think they do when

they read. These adulta were asked to introSpect about how they were
N &

- reading while reading an article, after which they wgtbe down

everything they had noticed about their reading. The students were

.

able to report how t

Qslieved they re d and from an ability

grouping standpoin , definite differen s ‘between good 'and poor
reader;s perceptipn existed regardiﬂg hotg\gtfhi:)ﬁnd types of
Tﬁ’rocesses utilized to comprehend material. |
Palmer, Slater, and ‘Graves (ledOJ'replicated the Meyet et al.
(1978) study, with grade nine studentgﬂ The effect ot.passage
difficulty. and the extent to which goqg:Eﬁd\Eoor readers used the
’author's_schema in recalling iniormation ?Fre examined. The findings
agreed with Meyer et al. (1978) indicating:
.. that good readers use the author's schema while
: poor readers don't; students/who use the authdr's
. schema recall much more than those who don t; and
simplifying the vocabulary and syntax of a passage -

does not necessarily change those outcomes (p.4l1).

In a similar study, Paris and Myers (1981) with fourth-grade,
good_and poor readers, examined student's perceived strategies‘
utilized in comprehension monitoring. ﬁThey found that poor readers
may adopt. decoding rather than~ne§ning comprehension goals, and are
less accurate in applying monitoring strategies in resglying o

1

compre?ension failure.
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A stu%y by Gambrell and Feqthington (1981) was designed to

T:"“}

extend the knowledge base concerning adult disdbled readers. Adult
disabled readers, reading at or below the fifth grade level
(determined by an informal reading inventory), were Compared with

adult good readers, college juniors. Subjects were questioned as to

v

their'perqeptions of reading. The results of the_athdy demonstrated
that adult poor readers had a iimited undepstanding of the purpoée foF
reading, heid misconceptions about reading, and did not know how or-
when to use Specifié reaaing straéegigs for mbn;toring comprehension -
- failure. They reported that\ifvﬂés easief to.read word—for;word than
té read fgr meaning; that it was more efficient to read out loud than
to read silently. The adult disabled‘readers' knowledge of sf}ategy
variables was much more like the"second graders than ;he sixth graders
descriBed in the‘Myers and Paris (1978) 'study. They appeared to :
perceive reading as a decoding process rather than as a meaning
construction or comprehension task. The results of the Gambrell study
demonstrated that adult disabled readers haye a limitéd understanding
of what reading is, and could profit from instruction regarding the -
purpose’and stfategy dimensions of proficient }eéding.

I1f a student's percep;ion of his/hef reading ability is that
of an able reader, more reading processes will be applied and i{he
Cwill kn&w wﬁeﬁ s/pe has exhausted what s/he knows. A br&blém reader,'
on the dthef hand, will use fewer reading proéesses and will be

unaware of wheﬁ his/her knowledge has been exhausted. Alvermarn &



27

L)

Ratekin (1982) studied the perceived proficiency'of sgventh and eighth
gradg readers and their actual performance. A quéstionnaire
ascertained students" perceptions of the%r.reading'ability. Average
'grade f and 8 atudeﬁts retrospectively Fepoéted.on the reading
strategies they empléyed_in reading a folk tale. Students accurately
p;edicted their level of proficiency in feading and stddylng for an
essay test. It was found that the readers' perceptions of pr&ficiency:
influenced theif choice of reading processes applied, as well as their
level of performance on dlfférent taiks. -Subjects who pefceived
themselves as having low éroficiency reported'reading carefully or
slowly more ofcen'thqn the self-perceived high proficiency students.
The results of this study suggested that 7th- and 8th-grade average
readers may have only a limited awareness of the range of strategies
available, or, that these stud@nts pﬁ;%have demonstrated only those
strategies they have found dseful é{?m past‘reading instruction.

Wixson et al. (1984) designed the Reading Comprehension

Interview for use at the intermediate and middle school level (grades

.

3 to 8) for gathering information about students' pergeptions of
; , P P

everyday classroom reading activities. It.was piloted extensively J

"with grades 3, 4 and 5 from a variety of settings: regular classes,

remedial classes, learning disabilities classes, and university
) 3

clinics. The findings showed that studeqts held misconceptions about

3

the purposes for reading in basal text. ' o



28

Y

1. Their perception of the goal and purpose for reading was

-
.

flawless decoding,’saying all ghe words correctly.
2. In content reading the goal was understanding and remembering

informationg

3. Poor readers showed a lack of awareness of the need to employ

’ 3
flexible strategies for different .comprehension activities and

different reading materials, and may have a limited knowledge of the
role they, as processors of information, play in comprehending text.

5. Strategies needed for classroom coﬁprehension were not
‘ .
developed. Several students were unaware that the answers to

inferential questions are not explicit in the text. -

This body of research has(eétablished that strategies play a
r : @
significant role in text processinz\qnd may make a substantial

Y -

difference in the quality of meaning constructed by the reader ghgn_

reading text. It is the inability to orchestrate strategies, and
3 oy

“their inéffective'use which is the primary distinction between good

a

and poor. readers. Comprehension failure among poor readers is due to
lack of awareness that failure has occurred, and to the inability to
self4regulate, monitor or check the effectiveness of strategies used

(Aulls, 1981). 1In the classfodﬁ, sound, informal diagﬁostic

v

observations are among the fi{St steps to wholesome instruction. "
' . . :

] . .
Most of the above researcli has been with students in regular
’ ’

schools. Researchers have often viewed lower-grade, or younger

readers as ''poor".readers, and the higher-grade, or older readers, as



~"good" readers.‘ Some research identified good/poor reading)ability

by standardized tests, teacher identification or school achievement.

‘ In this present résearch, the, students who participated were from ,

trades and services classes who had been identified as problem

.readers.

3

' reader's. perception of reading and the strategies s/he employs. :

’

T . o

N ! . . : .

g
RATIONALE FOR'THEhSTUDY

In today s society it is essential to learn to read and to .

-

'read Well, since reading is ‘one of the most important skills, it

.af fects virtually every aspbct of our lives.

vplaces severe social and business restrictions upon the individual.

/)

The focus of this investigation is the adolescent problem

Failure to learn to read =

5
L

.An individual cannot fully participate in a modern society dnless he.~ :

can read, and by this is meant reading at a rather high level of

literaqy

Cet

The options available to the poor reader are much more

limited than those available to one who can read well, at the

"twelfth-grade level of difficulty or higher (Carroll & Chall 1975;ev

Bailey, 1975 Haring & Bateman, 1977 Brown, 1982) " Further, if ’

_:adults do not achieve reading competence, failing to practice, reading

¥

skills could diminish over time @Abhari 1978). L
Zh.v : 'Written _ material continually ,surrounds “‘us, andh‘a\
' person who cannot. read .is seriously handicapped. A

‘severe . reading deficiency affects the personal
adjustment / and‘vaccomplishmentsv of a person to a far
greater  extent -than do " many other -handicaps. The
large ~ numbers’ of deficient readers among  school

.~ .drop-outs, juvenile delinquents, prison inmates, and
- peoplef on welfare are evidence of ‘this.  In fact, one



:‘of theh

:. ‘ : : E ) v

for ‘people who “cannot  read.or who have only limited

. 'reading ability (Pollack & Piekarz, 1963, p. vii).

%ost pressing socfhl problems of our lite;fte
. and tethnological civilization is: finding employ

30

’the secondary Student needs instruction in ‘reading so that s/he.can.‘

meet the increasingly more complex demands of the school as well as +

vthe “tasks which society ‘has imposed.

hi

continue their growth 1n reading (Dechant, 1 971)

B ‘?’

PR
ol

Subject—matter instructors in

With the rapidity of change in today' s-world, old. jobs-

become - .obsolete and there is need for: continudi

retraining for new ' tasks. 1t is predicted that all-

. ‘individuals in  every occupational area will have to

_retrain themselves to prepare for new. jobs many times
- during their work careers. . Reading is the;key tool.

for retraining and maintaining employable ‘skills.
Automation ' has " resulted . in the. ~elimination of many

jobs that were ‘filled by  unskilled or semiskilled '

workers. . ... Such workers <. become chronicallyni
. unemployable if they do ‘not possess’ "the minimum
-reading  skilIls® required for success in other

positions. The level . of reading competency required
for many. occupations is surprisingly high (Sticht et
al -in Kirk et al., 1978, p. 15).

Swe

;*: 'By pinpointing the strategies that. fluent readers use for

dealing with difficulties in understanding, and 2;\Eomp§fihg these

&

) strategies with the strategies poor rea. =

/_-v

rs use, it should become

schools and colleges have a responsibility for helping students

CIeargas to, what;strategies poor reéaers must learn‘(Collins et al.,

1980)

This research may therefore assist in curriculum development

» .'v »

for the problem reader. g i

wLearningpto read is considered a lifetime process, therefore,’

\

FEOR
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"

. - 'SUMMARY
This chapter‘described‘reading and the interactive reading

[N

processes. Other salient studies;relevant to the pteseﬂt:research
have»beéﬁ hresented.‘ The reader brings a :ariety:of'strategies to
text to obtain meaning, and it is the reader' 5 actual and/or perceived
ability, backgrouhd of knowledge, and purpose or- goal which |
facilitates comprehension. The extent to which these abilities are
employed in extracting the ‘sathor's message is 1ess for the poor
reader; the good reader 1is aware of*when s/he has knowingly exhausted
his/her'resources. ‘ | | | |

»Chapter I1I follows with a discussion of research.design and

procedures employed in the' study.



CHAPTER 111

RESEARCH DESIGN ANb PRdCEDUREi

This chapter is concerned with the design of the study which
is based ' on a qualitative analysis of interviews conducted with |
'adolescent problem readers. The research data consisted primarily of
recorded individual interviews. The responses to interview items
. providedithe data which focuses on the adolescent problem reader's
perception of reading and reading strategies. d

A description of the school and its students, the sample, |

pthe selection procedures, the characteristics of the subjects, the |
pertinent instruments, the int_erview quest,ions,‘-aswe‘, the' data

analysis is presented in this chapter;¢;,f_

[ -
wn . 7

'%ﬁﬁi
DESCRIPTION OF THE HIGH scuooL AND' ITS STUDENTS

‘School | ' : S R o "

The Edmonton Public School system, in an effort to serve the
needs: of young people who were experiencing repeated failures, who,had
-poor academic skills and who were reading below grade placement, e
organized a special vocational program, now known as The Trades and -
Serv1ces program, whereby failing students become a‘part of the senior:

high school;

32
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The senior high school in this study was approached because it

is a trades and serviceS‘school‘where it is krnown that many studenté"

have reading problémé.- This high schéol,‘intended to. serve only

e a

uwﬁdeﬁically slow students is, therefore, considered to be a

}Egregated'educational sgt#ing. It is a vocational high school in.the

'Edmon;oﬁ‘Pubi;c Sghoél system designedafog‘studénts who have had
diffiéﬁlty.wiEh the three ﬁR's"}' In_aispeech to th; Conference of the.
_Canadian Coilege of Teachers, (Juiy-i969), th; first principal |
described The .+« High School éé "a sgpdnd chance school where

students with past failures can start again with new hope."x It is an

-

alternative in public e&ucation fornadolescents who afé unwilling or

y

unable to meet the demands of the regular high school curriculum. The

.

scﬁool continues to uphold the original philosophy, operating with few

majof’modificatiﬁna.'Aln its selection of students, the school,folibws

criteria-described in The Trades éﬁd Services Program171979-80i
which’staﬁes:

The = Trades and Services program is intended ' to

accommédate students who are vocationally oriented and

who experience limited success in the core subjects in

their present program. Such students would have had
. the opportunity to spend one year in grade nine
- (School literature, Appendix A, p. 2).

Students are enrolled at four levels,.year Ol (first year),
grades'lo; 11 and 12. Year Ollis an exploratory yeér; Students

experience six different vocational areas, each for six to seven

weeks. At the conclusion of this exploratory year aitﬁo—year" Ta

. vocational‘prograﬁ is_sélected by the student, started ,in grade 10,



and for most students coapléted in graée eleven. Grade 12 provides
‘thése adolescents with an extra year for e#tending their'chosen
‘;ocatioh"pg for exploring new fields. TbeAscpool day ishdiyidéd into'
two parts;A One-half of each day is based on vocational training'while
the other half of the day is dertgd‘to‘;cademic developmeﬁt and
ubgfading. -The Alﬁerta Edutatiog\cufticulum is adhered to, including
the.h§gh school credit system. By fuifilliné.thekguidelines, aé
preSCribed by Aiberéa Education, these studgth»ih addition to a
vocation, hay earn a high”schoolbdipiohéq |

‘TAlthougﬁ the school is a voca;ional high school comprised of é

°

segregated population, from all outward appearances it is quite.likexz
:;ny other school 1; the system. There ar; many extra-curricular
activities: an écti;e a&hletic'préé;am, drama pé;forﬁahces, and a
studen;.orgahization wﬁich initiateslyany"social activitieé.“ Studeqts ’
'in\gepéfal, have aépbsitive school spi%it and are. pfggd éf their
school. . Y L ’: S | :-"*

-»

-

Students .

The stuéent populgtionvcppéiéts of'adolésc?nts ranging iﬁ>age
from fifteenithtwénﬁ?!yeérs.' The_majority have cpmé'froﬁ seg;egated -
.quiéied_cl;SSéﬁ in the junior ﬁigh school. frades an@ services
studeﬂts are ident;fied aé tﬁose.who would‘hayé difficulty coping with |

the requirements of the conventional high school and as having

problems~with academics, especially reading and tmathematics, even
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though they . .may, have normdl ability. Jampolsky (1972), in 'his study,
'round that recorded IQ rates for these students did not fit-“the -
criterion of slow learners, instead they were within the normal range

a

- . ‘ : sy
of ability. Schloegl (1973) concurred with these findings.

Nevertheless, students are slowaft grasping abstractions‘but able to
' ;:gpond to concrete situations;. . - | . S

More than half the incoming student population is readi?gnat
‘least two levels below their normal grade level. Reading levels in
one class can range from grade two to nine (Melnyck, 1979). Rather
than fail at &ading, many students have found‘it easier to learn how
to fake'the:act.ofifeading or find ways-to get the teacher to'view
hiu/her as}a'discipline problem. As frustration increases, it becomes
impossible for the adolescent to view school and reading as anything
else but a ticket to failure. Many, on entry to the school,.have ‘poor
study and work habits, little selfjconfidence, poor attendante, a high
record of failUre, show little“respeot for teacherslor.school, and
display anti-social behavior-(Janpolsky; 1912} Mack, 1969; Melnyck,
1979; Schloegl, 1973). '

The researcher‘worked with the language arts de;artment, its .
department head, teachers and students, drawing students only from the
language arts classes. The researcher also shared the comuon staff

room .and talked informally with other teachegs in the school.



'SAMPLE SELECTION
The sample tor this study was drawn from the above-described
‘segregated vocationallhigh school. All subjects were trades and
‘serVices students‘ whose vocational areas were automotives, business
. -
education, beauty cnlture, commercial foods, health-care‘services,

‘building maintenance{ metals, and_plumbing. First year students had. .

only rebently madertheir vocational selections for the following three
' : ' : .

. years. One first year student was interested in taxidermy, a‘subject
.

not available at the school. These students were looking forward
) .

with anticipstion to their chosen vocation. Grades 10, 11° and 12

students had pursued their vocation for one, two or three school years
respectively. Grades 10 and 11 students expressed satisfaction With
their vocational pursuit while Grade 12. students were well directed
and were making plans for post-high schoolyvocational training or for
fnture employment . |
After permission had been granted by the Edmonton Public
School system to conduet research in the school, the administration
and language arts teachers were approached. The-project was explained
to them. The researcher identified subjects from school records..
Subseouently, subjects-were approached by their teachers who,invited
them tO'participate. The adolescents were'given,a freelchoice toftaké
part or not‘to take'part in the ;tudy. No‘student refused ‘to
participate; thus, the sample was considered voluntary. Subjects~were

informed that the researcher was ' a student as they were, aFd

therefore, the interview.was not to be an academic exercise.
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2

Selection of qualifying subjects was slightly restricted due .

to particular circumstancea ‘at the time in the senior high, school.

These conditions were' absenteeism (a number of studepts were on work

experience and away fkom school), extra—curric ar sports, and
. community activities. Also, because vocational departments have tight
time~tables and would have been greatly inconvenienced by releasing
students; it was determined that students should come from their - . .
language'arts classes. Ihe only excep;ion was when one girl wags taken
from her typing ¢1a§;. o

All subjects were happy to be students at the vocational
school and were confident in their progress. Subjects willingly
.particpated in a discussion on reading and exhibited“no appre%ensions.‘
The interviews were informal, the - subjects were relaxed, confident and

'spoke freely. Students generally appeared to‘be comfortable in

discussing their vocation\. v .

SELECTION PROCEDURES =
Information for the selection of students was obtained from .
the cumulative records and from records in the’ reading centre. .

‘o —

Selection of subjects concentrated oh establishing which pupils, from

a trades and services senior high school, m tAthe following criteria:
- ’ . B ’
1. the SUbjectls;cumulative,sch 1 records were available;
2. the subject's intelligence'quotient/was within the average

range of 85 to 115;
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3. the subject'e chronological agewplaced him/her in the
adﬁleééent teen years, 13 to lé years;
‘4.‘ the subject's reading level was approximately two levelsbon

more below grade placement; and

S. the subject's first language was English.

Y

School Records

P

At,tﬁertime of the research, all students of the sample were
~attending a segregated high school. The population in thid study had

~attended classes in the Edmonton*Public School system fog at least

-

o ‘ . , T4 .
three preceding school years, a requirement necessary to assure that

'the'eubjectsf cunulative5§chdol records were available.  The majority
had been channeled into modified classes in .the juniorlhigh schools

".and therefore, had similar,instructional backgrpunds. From there the
kY . .

students flowed into the trades and eervices program of the\senior'

~high schools.: All subjects’ cuﬁulatiﬁe school recordsy covering at

least three.ye%rs in ‘the system, were thus available.

R ) .

.ntel’ligence ‘ Qu)otient fIQQ :

| | 1Q daga were obtained for each subject from the school's

- cumnlative records. The\Wechsler Intelligence Scale for Children -
Revised_(WISé—R) had previbusly been administered individually by the
system and nas recorded. Because the WISC-R is individually

administered, the score was | considered more reliable than if it had

."9

38
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b;en obtained by the group testing methods of other 1Q tests, and tﬁus
accepted as a suitabiemﬁeasure for this reésearch. Only those students
for whom a WISC~R score-was available and who fél; within the rynge
from 90vto 112, were selected. The dgmple was ;hus representative
gince the majorify of the school's population falls wighin the normal
range. Jampolsky (1972) and Schloegl (1973) in their research with
this segregated vocational school found_ﬁ?at the population genera}ly
*feli within the normal_Ierange.

The pupils’ recOrdQﬂ IQ test results [as) indicated
[from] the ... records of two groups, those attending
the school. for the first time (Year I students) and
those who were students in the school already in their
final year (Year 1II1 students) were ‘reviewed. ...
Considering only children’ whose IQ scores fall above
the lower 1limit of the normal range (IQ 90), the
number is 280. The proportion of pupils whose IQ had
been established as 89 or less is 144 children. The
ratio then, of students of normal learning ability to
those who are intgllectually handicapped ... is about
‘two to one respect®ely (Schloegl, 1973, pp.2-3).

¥

4 &
By choosing the normal range the very high and very low<;;;11ty

students were eliminated. from the sﬁudy.

Chronological Age and Sex

Sixteen adolescent sub}ects participated in this stud of
this group seven were female and nine were male, fanging i bage fyonm

15 to 19 years.

S
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. _ 3
Reading Level : - .

b

The 'subjects in this study were reading at approxjmately two

gradés or more below their present grade‘plabement, a {ével considered
' . . o
by some authors as indicative of a problem reader (Ransom;~19{?; o

Stauffer, Abrams & Pikulski, 1978). )

A ‘ .7
First, subjects were identified as problem readers by reason

of theit‘placement in a trades and services school. Most of the

4 .
candidates were enrolled in differentiated language arts and/or
mathematics classes in the junior high schools and had a history of

~
below average performance in core subjects. Thus, students who met

the following criterion for selection to the trades and services
progrém were degged to have reading problems.‘ .
The trades and services program is designed for
o students desiring general education and. vocational
preparation beyond - the junior high school level and
who require remediation prior to embarking upon senior
high school ‘programs. Because oOf their history of
poor academic performance, such students are unlikely
to be successful in a "regular" high school program
(Criterion for Selection, Appendix A, p. 3). ° '
Second, the reading level, as determined by Sequential Tests
of Educational Progress (STEP), administered and recorded by the \
~school, and summarized in Table 3-1, further identified the problem

reader.
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<,,_ TABLE 3-1 ' .

READING LEVELS OF THE SCHOOL POPULATION ON THE STEP

: 0 Test [} Nurber of Highest ¥  Lowest . Average
Spring Form Grade Students Rdg. Level Rdg. Level Rdg. Level
1982 I~y  O1* 264 12.9 5.9 8.0
1983 I-Y 01l 222 . 12.9 5.9 7.4
1984 - I-Y 01 245 ) 1209 v 509 7«.3
1982 I-Xx 10 ‘219 12.9 6.9 8.5
1983 I-Xx 10 200 12.9 6.2 8.5 v
1984 I-x 10 200 T 12,9 - 6.9 8.4
1985 I-x 10 ) 144 ©12.9 6.9 8.6
1982 J-x 11 by 125 12.9 6.9 9.2,
1983 .- J-X 11 145 12.9 6.9 * 9.4
1984 JXx 11 © 138 12,9 629 9.1
1985 J-Xx 11 123 12.9 6.0 9.2
1982  J-y 12 77 12.9 7.0 10.1
7.9 . 9.5

1983  J-y 12 - 73 12.9

*Represents the first year of the program or the pinth school year.

Readihg levels for the school are broad in each élaSSroom,
ranging from grade two to nine and in‘a few cases even higher (Melnyck
1979). These young peéple, having average ability,‘may have fallen

wbehind acédemically because of poor attendance due to poor health, or '
because they are part of a highly mobile po?ulation whose'families J
have caused them to miss a great deal of school inétruction.' Somf
students are from that segment of the #chool—age ggsrlation who are -
multiple handicapped; I.E._ héve impaired vision,‘or”are deaf, or:have
poor hearing, or have a speech impediment, or have physical and/or

medical impai:ment, but are integrated in the school. Yet another
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group was transferred to the school because no other alternatives were
avatlable. These stu@ents, now ﬁerforming at a lower level than thelr
peers, help to make up the population at the trades and services high

Y

school. - o .
N ‘ .

Even though trades and services programs are designed for

students having academic problems. thege are some exceptions. Some

students may hévelﬁeen placed in the program for reasons other than

" academic or reading problems and may in fact not be problem readers.

They may have been channeled toﬁi trades and services program for
: e

~

<

discipline reasons, while,soﬁ;a Be there for societal reasons.
Tpese students may not in reé ‘ the selection criteria (Appendix
A). Because the focus of this sgudy wasg on problem readers, students ~—
.reading less than two years below grade placement were generally
éi}minated. Low reading scores for sbmé of the population may not be
reliable in view of the student's b;ckground or history, and oral
comm;;ication may have posed ? probled? Tﬁus, in order to have a
representativé saqple of problem readers from the school's population,

efforts were made to exclude, from the research study, the very high

readers as well as the very low readers.

Subjects' Language
" a

All subjects reported that English was their mother tongue.

-

Therefore, the spoken language was not considered an issue for this

fresearch.



”Summafx- e T R ,W_";f - iﬂ‘ ;
' : Table 3 2 summarizes 1nformatiom on each subJect in the study

'1ncluding sex, age, grade placement, IQ, reading scores, and

vocational goal.

ST * TABLE 3-2° ."% i

DESCRIPT}ON OF STUQENTS IN THE SAMPLE

Student* Sex Age’-: Grade WISC—Rv STEP . Vocation
. . " K l . ' : R - . .
"Daryl M 15 Ol**x = 101 "_  6.4 Taxidermy"
- Tory ... M. 15 0l 90 . 7.5 Metals’
Kerry M 16 . 01 9r ‘509 Automotives
_Darren’ M- ‘16 - 01 95 " 2 ‘ Automotives'
Avril F 16 01 112, .- 4 Bustness Ed,
Wanda S 16 0l 90 ] 9 . Com. Foods g
 Andy "M' © 17 10 ¢ 106 : Automotives i . ?1
Hilda F r 17 10 5 105 ‘ R:H Beauty Cult.
.. Yoland F 17 . 10 95 8.8 . Beauty Cult.
- Claire F. 17 10 91 Y _8.8 Beauty Cubtg?"
Ronald M~ 18 11 - 96 - | 9.3  Plumbing
Evan -~ M. " 18 17 95 9.3 ”Maintenance3“
* John Mo18 1l 134 6.4 ‘Com. Foods
.ShellY‘ P v18. ; 120 109 KRR A Heaith Servi
. Candy °F 18 12 9% .- 749 Business E
Rolf Mo 19 ¢ 12 95 7.9° AutomotiVesA;
. . - AT, , _
‘*Fictitioué“qames. ‘ ‘

_f*,Rebgesenté fhe_first year of phe'prograﬁ of the ninth schaol year.

S



INSTRUMENTS

-

‘ The instruments for this study were both ﬁormal ‘and informal.

.
Two formal tests had been earlier administered by the system, the

"

results were recorded in the eumulative-records and in the reading

“ o~

center.; These results were made available to the researcher.

Informal interview questions (Appendix B) were prepared and condueted

.

by the.researcher.‘ ‘ > L N LoE
:'\

Sequential Tests of Educational Progress (STEP)

R Reading tests measuring a student s ability to comprehend and

. "
B ,f < »

inFerpret written materials werefpreviously administered by the o

ir

school. STEP tests do not focusion any one particular method of

i reading_instruction bUL rather on}the end result of the processf

. a broad screening device for overall reading

§ or to provide gross - information for making

admin'"trative decisions in érouping or programming. .
o Pey 1t is] technically one of the best gross measures

CIAATE ,oE“reading available. (No.744, P 1219 and P 1220)"

Two levels of STEP standardized achievement tests, each with two
o e
iy f'and "?", are, administered by the school in the spring to -
= ;(
'09, 10, 11 and 12. She on-level testing is carried out by

forms,

L‘selecting and administering ‘the test level that was designed for that

particular grade.. Table 3= 3 describes the target grades and norms
iy p

for the tests administered by the school. STEP grade ‘scores,

therefore, were considered adequate to identify students for the

s
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‘ TABLE 3-3

SUBJECT CRADES AND DESCRIPTiON OF THE STEP - ADMINISTERED

Grade’ Level = Form Ta;get grades and norms for on-level testing
. v
01%. I X - spring grade. 7. thrOugh fall grade 10
10 ¢ 1 y spring grade 7 through fall grade ‘10
11 J X  spring grade 10 through fall grade 12
12 J y apring grade 10 through fall grade-lz

L

*Re resents the first year of the rogram or’ the nlnth year in school.
p y prog

‘ (STEP manual, p.1l). ) © .

t
&

Wechsler Intelliggpce Scale for Children - Revised (WiSC—R)

The WISC—R was also admi&Istered and’ recorded by the school

(.

vsystem;"Because the WISC-R has a reasonably high correlation with.

reading achievement (Stauffer, Abrams and Pikulski, 1978), the scores.

were used to ideRtify the pOpulation in the normal range.

* Interview Questions. 3*4\\\\E*e : ’ - o ,
. N . ‘ ' v . . L o
T *  The major purpose of study was to determine'é%e adolescent

" problem reader's perception of reading. Because of the

: - .
characteristics of the research’ population, it was considered that
D oa o . “y ) . \ A : )
subjects would be more willifhg to talk.than'writexabout their reading ..
o .

: ahility, therefore an informal private, 4nterview procedure was

\ . w g

7followed. Guid swnestiois (Appendix B),’ prepared by the researcher,

: beéﬁme the maﬁnwihﬁtrument for the collection of relevant dataq,

-

“Students @éSPOddedafreely to questions. Digressions were not_

H

discouraged as they were seen as valuable contributions to the:
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R . .
research. Fourteen questions (Appendix B) were developed .to engage -

LA

subjects in a discussion.

Interview question 1 focussed on the‘student's vocation. This

seemed to-put the subjects. at ease.- It was a topic about which s/he’
Loy

felt wledgeable and which s/he was willing to discuss. Thus, the
1e” ) p 7' ‘

‘ %sequent questions.

"\», '

, 7, Y. o
Interv1ew questions 2 to 7',uizzed the' problem reader as to

vocation was also refe;ref’

the strategies employed in his/her approach to reading, and answered -
research question one. The interview qdestions sought responses with
‘ o ‘ ¥
=regardﬁt0'the interactive reading processes: attending/intending,r

analyzing, associating, synthesizing, inferring/predicting, and

*monitoring, as described by. Fagan (1983) and Malicky (1983),

T

.‘r"

Interuﬁew questions 8 to 14 searched for the student 8
_ perception of reading, thus, providing answers for research question
| two.’ In addition, all other responses relevant to the the subject 8
perception of reading were included.

e

Validity and Reliability of the Interview

L}

The effectiveness of the interview\de\ended on the extent to).!
which the researcher'estahlished rapporthith the subjects prior to
rthe interview. bTo'do‘tHis, the researcher made herself visible; everyf,
day, by informally talking with students in the hallway. Teachers

also assisted by introducing the researcher to their whole class.r
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[

Throughout her'stay at the school, the researcher;waS'accepted as ‘a

friend and greeted by many students. Consequently; when the interview

\
- %

did occur students were quite relaxed and did not regard the

) ]
\researcher asAa stranger.

wy Interview questions wereucarefully designed to assure validity
and to  ensure that the significant information was elicited. In order
. . . s )

—

to obtain'consistency of responses and reliability several questions
were restated in a slightly different form and at a-later time in the

interview (Gorden, 1975 Best, 1981).

.

»

PILOT STUDY
. ; v ’w’
¥ Prior to the main study, a pilot study was, .conducted in order

to determine. whether adolescent problem readers could understand.and

" 1f they would respond to the i&tetview questions. Two male-students

A" .

were selected by their teachers to participate in tﬂe pilot study.

- | ‘ e
: ¥ . L S

: : Y

_TABLE 3-4 3 -
PILOT SUBJECTS
’Age " Grade . STEP Vocation
. 15 01 9.1 Small Motors
s 18 12 10.9 =~ Plumbing,

The interviews were conducted in a private work room, were
Utape—reeOrded-and transcribed later for analysis. Students /

_perticipated voluntarily, were reléxed and talked freely. A variety

N
i
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difficulty answering the inserview questions. As a result, the
researcherLdetermined that‘trades and services students weretable»t
take part in an interview and respond to the intesview questions, s
that the questions apd’procedure Qere‘appropriate'for the" study.
From the filpt procedure it was determined that one class f

- was -adequate fot'the 30-minute interview session.

DATA COLLECTION

/
(Q - . N a
*"uSed to obtain relevant research data. Each interview was conduc!

The interview method, with guiding questions, (Appendix B)
privately in a small, qhiet'ﬁork room conﬁaining a supply of Engli:
" books whi&h'students were able-to handle and refer to if, and wheﬁ

they wished to do so. Few Qid‘so. ~interviews lasted approximatel
thirty minutes ard were tape recorded.

Prior to commencing the interview, students were informed
to the nature and'purpose'of the study, and were given assurances
this bas not an academic exercise. Rapport was established with e

- student by discussing his/her vocational area and the school-in
general. Students seemed relaxed-.ag they spoke with the researche
The interviewer began each interview by saying:

I am going to ask you questions about your reading.

If you don't understand what I am asking, then you ask

me to clarify it. ‘If you can't explain it one way, do

it another way. If I-don't understand you, I'll just

keep asking until I get some kind of response. ‘But, I

am not testing you. There is no "right" or "wrong'
answer. 1 just want to know what you think.
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Much prompting was required. Digressions were seen as Q

valuable contributions.to the understanding of the adolescent proolem
ureaders' perception of reading. | [

) The first question; based on their;vocational pursuit,'
provided'a topic about which students'were knowledgeable and willing
to discuss. It helped set the atmosphere for the session. Those
subjects who did not engage in reading outside the classroom, or.who
seldom read, found reading in the vocational area meaningful,
realisftic, and an activity recently experienced. For them, reading in

The interview questions were read from the script in a

By

. conversational manner in the same.order to all students. 1f a subject

the vocational area was a valid activity.

‘ was unable to answer,'or clearly misunderstood the question; it was
repeated.’ If the repetition failed to elicit a response, the question
. was rephrased. Many probes were used. As a result, of the
'intervieﬁer's oversight, somensubjects were‘not administered all of
the interview questions. - The omissions_were few. | .
1’ Student responses to interview questicns, 2 to 7, provided the
information from which their reading strategies were inferred. The
.number of strategies inferred in the_respgnses were counted. ‘Each of
the;six questions~could have contained the six interactive reading
.processes for a maximum of (6 x 6) thirty-six. |

The remaifing questions, 8 to l4. generated discussion_on‘the

~ adolescent problem reader's perception of geading and constructs were

analyzed.

et



DATA ANALYSIS

This study, designed to provide insight into the, adolescent
problem reader'sfperception<of reading by an lyzing with a siew to
‘clarifying and categorizing qualitative iﬁé:imation in terms of
interrelated perceptions, follows a paradigm described by Bliss, Monk

& Ogborn\f 983).

The interviews were tape—recotded and.subsequently
transcribed verbatim for analysis. The data obtained consisted of the
participant's replies to interview qnestions and the related .

discussion. Students were sometimes allowed to‘digress>pecause of the

|

-

relevance of their discussions. .

Ry

The descriptive analysis involsed'the researcher in inferring
" the interactive reading processes from the responses to questions 2
to 7. Two fellow graduate stnﬂedts read the inferred reading |
proceSSes and were in complete agreement with the researcher. The
.discussions drawnrout'by,questions 8 to~l4, as well as relenant 3
responses from the other questions, were classified and categorized.'
The constructs provided the picture of the addlescent problem reader.
' SUMMARY
This’chapter;has‘discussed the design of the study, the

.sample;:the seléction prgcedures,'the.characteristics of the subjects,

" the in.étrnments used, and procedures followed.. The ir&w'iew study .

was conducted in private individual sessions; the questions with the



responses were tape—recorded ‘and transcribed. Subjects were 16
adolescents{ 15 to 19 years of age, 7 female and 9 mdle, each of whose
I.Q. fell within the WISC-R normal range, who read two grades below
grade placement and were reéistered in trades and services classes of
-a senior hiéh school ofAthe Edmonton Public Schools. -The data,were

P

analyzed, organized, and classified by the‘researcher so that an

insight into the adolescent problem reader's perception of reading

might reveal pertinent information.. Significant data were gathered

and analyzed from the discussions with adolescent problem readers,
i . ")

" having normal intelligence, but who were reading below grade

‘placement. - - s

Chapter IV follows with the qualitative analysis of the data
- 7

«collected and describes the findings of the study.



CHAPTER 1V

\

" ANALYSIS AND DISCUSSION OF FINDINGS
3 .

’ This ch#pter will preseﬁt an overview of student comments,
providing an idéight into thei; perceptigns of feading’by éxam{ning
and analyzing 4iscus§ions,»>1t vill answer the questions: "What
stratggiés doé; the adolescent problém réader use in his/her approach

i\ . )
4. ‘ i .
to reading?";and "What is the adolescent problem reader's perception

-

of reading?nz‘ Theiana;ysis of the écfugl responses will deal with
what the student thinks s/he‘QOes Qhen readihg--interpreting print.
Aithdugh these questions would sée¢;basic to &ndétstanding the
adolescéntrp¥oblem réader's percepﬁion of reading, the review éf the
literature has revealed that oniy a sﬁall bddy of research has set
about prqviding:s;me-anéwers.

Since each subject was learning a trade, the voéational L~
subject matter became a focal poiﬁt around which discussion emanapéd
and from which Backgroupd material was dréwn.. For subjects who seldom

read outside the classroom, reading in their vocational area was

meaningful, realistic and for most an activity recently experienced.

52
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READING STRATEGIES
Question 1: "What strategies does the ddolescent
problem reader use in his/her approach to reading?"

The reading processes of attending/intending, analyzing,

agaociating,~synthesizink, inferring/predicting, and monitoring

0

A

(Fagan, 1983; and Malicky, 1983) occur simultaneously'and-

interactively as reading takes place. Student responses were analyzed

‘according to their application of thesé reading stratefies.

Straéggies Reported by Different Subjects

Table 4-1 gives a summary of the distribution of reading
QCrategies“repoyted by the adolescgn; problem readers as they
diqcussed how.they drew ﬁeaning from priﬁt in an effort‘to comprehend
the author's message. Aﬂbroad range of strategies is revealed. iCahdy
demonstraté& the greate;t,number of reading strategies and Daryl the
least. | |

Daryl, age 15,:5 first‘year student, was uncertain as to what
his future educational pursu;tbmight be. He was also undecided about
his voéa;ion for the‘féllowing year, and urlike other.first year :”

students had not made his preference known 'in registration. He

4 thought'he might like to be a taxidermist or a gunsmith. Neither of

these vocations is available at his. present school.

'53



TABLE 4-1

SUMMARY OF READING STRATEGIES ‘REPORTED BY SUBJECTS

54

¥
Voo

-

Attend Synthe- Infer
SUBJECTS* 1Intend Analyze Assoclate size Predict Monitor Totals
15 yrs. : ‘ ' (T
Daryl 6 1 1 0 1 1 1004,
Tory 6 2 2 4 2 2 18
~16_yrs. _ :
Kerry 6 4 1 5 1 2 19
Darren 6 4 2 4 3 3 22
Avril 6 3 0 4 2 3 .18
Wanda 6 2 2. 4 2 2 18
17 yrs.
Andy 6 2 2 4 1 3. 18
Hilda 6 1 2 3 ' 2 2. 16
Yoland 6 1 2 3 1 4 17
Claire 6 1 2 3 1 2 15
18 yrs. . :
Ronald 6 4 2 4 2 2, 20
_Evan 5 2 0 "5 Y 2 3 17
John 6 4 3 5 1 3 22
Shelly 6 1 2 4 2 2 17
Candy 6 - 6 2 5 4 4 "27
19 yrs. I . '
Rolf ¥ 6 2°%\ 0 3 2. 2 15
Totals 95 40 25 60 29 4

*Fictitious names to. protect student identity.

Daryl dembns;rated little enthusiasm or in;ereg} for reading,

explaining that he could read, and would Eead, if and wﬁen he felt

like it, setting his conditions for rea&ing. ,He would read if he had

to apply for a job, or he might‘read a magazine on hunting. For the

time beipg, however, he seldom read, except in school where he had

.1ittle choice. For him, reading was a function of school. A

transcript-of Daryl's comments follows indicating how these were coded

according to the reading sttategieé.
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Researcher

Question 2.

Suppose you were going to read a
whole book about taxidermy, what
would you do?

(Handing him a book) -Assume that
is a book about taxidermy.

Would you read all of it?

Is there anything.else you would
_do, if you were reading?

What else?

‘chapters there are.™

55

Daryl

. '4’

I1'd just read through the whole
book. [attend/iptend]

éj

I'd just start at the beginning. .

o>

‘" If 1 was going to be a

taxidermist, yes.
[infer/predict]

I don't know. 1'd have to\h;&ém%}“
one in my hands. I'd probably:
just find out who Wroce it and

.read it. - . RS

That s about it.g..

iJ
through the. chap“%rs ;



" Researcher

Question 3.

If you had to read an article
about taxidermy and you only had
a few minutes to read 4it, what

would you .do to get the main idea
of the article? »

o

‘What kind of things do you look
for?

el

N
Question 4. -
Suppose you were going to retell
a story that you had read, whdt
%ould you try to tell?

Yes. And how would on get to
thhat? . :

No, you don't have a book.

56

Daryl

Just skim through it....Just sort
of fast read it. Read it fast.
[attend/intend])

Hom... I don't know....The things
that are of most interest to me.
[attend/intend]

_The most interesting parts.

‘

Just rédad it to them, I guess.

»Just remember the beginning and

start at that....Just keep going
on with the story. [intend,
synthesize]



SR " Researcher
. e

| guestion 5e

what do you do’

Y

-

VWhere‘woqid'ydp look it'gp?

= 1

Qupposing you didn t have either

" of those?. oo

guestion 6. e
~ In ybur book: on gaxidermy, if you
came” t**a whole, sentence you

didn!t quite- understand, what :
i would you do’

How? What’ would you dd’

“Arb thére any things that you
" would look at more carefully when
you*rerehd ie? o

* Hm.-

Daryl

, : ; C
N . . ) -
- When' you arexreading and you come C : '
to a word that you don't. know, o

Skip it and "look it up later.
{attend/intend} ;

‘Dictionary, or a thesdurus. o

‘ Jqst wait until I get one.

T~y i . » .

Figure it out, I guess.

' [attend/intend]

-Just read ‘it over a couple -
of times....Just concentrate on.
it a little harder and you can

figure it outs [monitor] :

T
RN
U e

Yeah. Some of the-harder words
or.some you don't know....I'd

just say look it over once or
'twice and just keep on going.

57
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d. .
, Researcher -
Question 7. )
If you were teaching someone to
read what would you do?

. .

‘it out. Like, say this word,
"pro", (pointing to the word
"prophecy" on’'the covéer of a’

" book), this is "prophecy".

1 _ . "Pro-phe-cy',  Like that R

N . T (demonstrating). [attend/intend

= ‘ K "~ associate] '

1s there‘anything else you would -
do? 4’“ . . L R .
RA - No, I don't think so. *

v

. . -
In contrast, Candy, age 18 years, a grade twelve student was

much more confident in. her approach to reading. She confided that ‘she
had only recently started to. read when a friend ‘had introduced her to
love stories and romance novels. She was able to identify with :
characters, thoroughly deriving pleasure from reading and was: thus
, motivated to continue. Even though Candy is identified as a problem
.JQZder by reason of test results, Candy perceives herself to be a good
.reader._ She is enthus1astic about reading and is developing reading
«forfprivate pledsure. Alt?ough somewhat~immature in her ability ‘to
\express herself?;Candyfs new diacovery and enthusiasm for,reading is ;;

]

apparent.
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Researcher . .- ~ % g Candy
: 4 ‘ B ’
) o Y :
u stion 2. : :
Supposing you were going to read
- a |whole book about Business
Education, what parts of the bogk

would you read first? ~(Holding e

Well, - usually I'd read the index
'first. [attend/intend]

. . Q
Ll . . N o v

. ~ N ‘_:Well, to find out. what s in’ the
v ' ' . book. What contents.do I 11ke
L o T : - and dislike. And the strong-
’ Co points that I can increase my
vocation ip.... #nd then I go
.+ find out about the author. .
[infer/predict] '

‘Why would ‘you find out about the
author?, , : -
s , : Well, ever since I have been -
A little -I always read’ to find out
- L what kind of backgroundthey
. [authors] have. Why are they .
. ‘ interested in writing this type
e of book? It lets me wnderstand
: what the author is.so I have ‘a

, ' ‘ L e ’,’_ : little ‘of about = ¢ A
R S et U himee ..Th% lqust: go ahead and

o , .. read the book. Somekimes I take™
< B o : down points to find, like little -
oo . ; o .tabs myself. Like, the good
S - S * points that I can increase my'
improvements, in what I™n doing
. , that's wrong that ‘T can also -
s Co S . improve. [monltor, analyze,
’ v synthesize] i

2

[ e o N2
L



| %ésearcher 2
If you had’ to read an article
about Business Education and you
-had a limited amount of time -to

ﬁread it, what would you do to get
the main idea? - ' =

@

Supposing ‘you were reading a book
on science, would you do the same
thing? - C E

. certain chapterf;.,Like, 7K.

"kind. of book....Afte
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~ Candy

Oh,; usually you try and find the

biggest headings in certain .
chapters. And the most importanc
points, like every.chapter has
‘got. Trying to pick out certain”
part that's strongest in a

Like, if you were rea ing about
typing, a.chapter ab Ppidg,'
you'd find out, you mostly talk

about. 8kills and accuracy then

you go ‘under that. And

" then,...it varie ' ferént,
kike a ...classes. ,

[attend/intend, analyze|,

© synthesize, inier/Pred ct]

Yeah, I do the same in almost any
I read the
book I go bac /and Pick out
parts, you knbw, that are most
interesting to me./[monitor]

.



)

Researcher

guestion 4.

iSuppose you were going to retell.
1 .
a story to someone, a story that

you had read, what would you try
no fell?

&

o
-«

Is_thereféhything'elée you would
do to help remember that story?

&)

) events- s Well >

61

Candy

First 1'd .tell them the main
tell them...
this is what happened at this
point.... Introduce them to the
story, and .then give them the
brief, the main events of what's .
happening in the middle, and then
finish it-off with a conclusion.
Also, introduce them to-the . °
characters and the author.
[analyze, synthesize,

| attend/intend, infer/predict}

Sometimes I'd ...well, if I like

a book.‘a lot... I will sometimes
read it twg/, maybe -three times,
because I really like the book.
And sometimes, when I pick out
books, like I 'say, in’the library
I'11l pick out books too, that . -
interest ‘me. And also I pick out:

-y, stories, if 1'wr reading in class,
. that would interest them, .so they

can focus on what I -am doing.



Researcher

1f you reread a book, do you getﬂ

the same thing out of it the
_second time°‘

Question 5. .

When you are reading and you come
to a word that you don't know,
what do you do?

“Is there anything else?

) book.

v .

candy .

No....Well, ﬁhe first time

you're, it seems like you're
getting... introduced to the
Right? And then as you go
along, sometimes you understand
sometimes you don't. So then
when you go back you usually get
a different view because your
opinion is a lot bigger about ~.
this story. [monitor]

i

Usually, I a... I sound it out in
my head, and then I try and
figure it out.... Then 1 just
(oral reading ) say it as fast as
I can.... If somebody corrects me
it. doesn't - bother me.... I go

_back.and say the word just like

they said it. [attend/intend,
associate] : s

»

Well, I don't skip the word ‘
because, you know, sometimes the ~

~ words are too important to miss

out. And if the word is too big
for somebody. else to understdnd
I1'11 stop (oral reading) and.

ﬂexplain what the word means in a
. sentence and then I'll go back

and read it so that way not just
me but pther people can .
understagﬁ€7 [mopitor] . K



v  Researcher -

. -4
So you read the errce and you
get the meaning the :
SEHCEUCE- oo ._“‘ /\

./ .

Even if you didn't know the word,
" the meaning comes. ' -

- Do yod\SVer use a dictionary?

i *

‘

How ddes that help?

Question 6.

When you are reading and you come
to a sentence that you don't
understand, what do you do?

Candy

7

" Most ti@es I do.

Yeah. ‘Just, you can usually tell
the word by the sentence, by the
way the structure of the: sentence-
418. [analyze,, synthesize]"

Oh, yes.

It helps me understand how you

‘can separate a word, spell it in -

different, like there is all
these different ways you can
spell the word, different
meanings, and punctuation and
stuff like that.

-

I usudlly go back and read over
the paragraph. And let's say,-if
there is a page or more, 1'll :
start over and read back so I can

»understand what the authot is

tryigg to say to me. [monitor,
analyze,(attend/intend]



T T
, . Researcher * B ‘ ~ Candy
Do you ever do anything else? c .
, A ' ~;0h, not usually. That's what I
- mostly do, go backe... If 1
" ' : don't, 1f I'm reading.it by
‘ myself I'll think about it, ‘then
e . ~ try and judge by ‘my own mind.
NN . " 'And if I still don't understand
L T it, I'll go back and read over
s the paragraph. And like I said,
¢ 4 the sentence structure brings out
: the sentence a lot better.
{infer/predict, synthisize]

Question 7. ’ ) ) '
If you were teaching somehody to
read, how would you do it, what
would you tell them to do?'. . | .
e T Well, I...Oh, boy, that's a hard
' . "one...um... It depends on what
kind of reading level a person is |
in. Like, some people can't )
read, some people are, like,
either they can read but they
don't understand what they are
-~ reading, or some people
understand all the time and they
just throw it in the corner.
[analyze]



Researcher

Say, if it was a little niece...
about six years old.who wanted to
read, what would you teach that
person? ' ' '

Strategies Reported for Different Tasks

Candy

Well, usually at six years old,
OK, when they start school they

“try and introduce them to the
. alphabet.

! And then start.off
with little learning books like,
you know with three letter words
like "cat" and "dog". And then
when you are showing them you.
show the word plus a picture so
that when they see that picture
they'll know how to spell [it].
They'll learn to ‘'spell that word

..and they'll know what this word

means. [associate,
attend/intend]

The subjects‘generally reportedvusé‘of.strategies in

.accordance with the taék at hand. Strategies reported depended on

whether interview questions iﬁvolved reading for comprehension,

-

recalling the text, solying a reading pfoblem, orateachiﬁg reading.

Table 4-2 iilustrata@ the'strétegies subjéctsﬁrepqrted according to

the reading task involved.

‘o



N S CTABLE 4-2.

"© READING TASKS AND STRATEGIES

Question Attend o B e Infer
Numbers Intend “YAnalyze Associate Synthesize Predict Monitor -

2483 6 . 9 0 g 24 20 8
4 6 5 0 : 14 5 0
566 16 .19 14 w16 7 . 20
7 15_ 6 12 - 1 © 0 1
Totals 63, 39 26 | 55 32 29

'

*Research Quéétion%&(Appendix B) _(#2 & 3 = comprehension; #4 =
recall; #5 & 6 = problem solving; and #7 = reading method).

pns -

Reading;Cogpréhension. Respdnseb ﬁé intérview qdeﬁtions 2
'iand 3 indicated that ﬁany fé;ding strategies weré épplied when
%tudents‘here.intereSted in énd understood whgﬁ was being read Qhether
the subject matter Qa& vocational, acédemic o£ figtioﬁal. Discussions:
deﬁlt with theAstudepgs' chosen vocations and‘thérefore, were related
to shoé settings in which s;udénts read\materialé based én their
vdcational_exﬁerience and personal interest. Wh;t a subject brought
to the b;ok was considgredtto beﬁas important as what was_written, and
infiﬁenced his/her abili;y.to~extend {nformation not explicitlf stated
+in the text. Tﬁry iﬁdicated that he assessed info;métion according to

¢ 4

how it related to what he already knew.



Researcher

- Suppose you were going to read a
whole book on woodworking
(handing him a book), what would
you do first?

»

What would you read as you are
paging through the book?

What are you doing when you are
_paging through?

1f you had to read an article

~ about” woodworking and you had a
very short time, what would You
do?

”Torz

Well, 1'd first look at the
contents and see what it's all
about... And then I'd just start
paging through it and reading up
on things that interest me,

Things about how to put.wood
together, like different joints
and types of nails and screws.

gl .
<

Well, I'm just sorﬁ‘of scanning
the paragraphs and finding
pointers on how to do different

" things. - . : —

Well, I'd see if I could, like if

" there is some kind of a, listing

at the front of what categories
there are in the book...I'd just
turn to that category that 1
want, or that is the most ‘
interesting and start reading

.that first, and then go back to

the other ones....l'm imagining.

" I'm putting a picture in my mind,

actually picturing what's
happening. .
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‘Interest firéd the desire and intention to read. Reading was
more likely to occur if printed material dealt with topiés of ihcerest
Eo teenagers. Inteyest.and réading went hand in hand and és soon as
interest lagged, feading ceased. When asked how he‘hould decide on

what to read in his vogation, Kerry stressed the importance of

interest, and of attending to the reading task, explaining:
' I would look in the contents [of a book] and see what
I'm basically imterested in. PErobably in the motor
itself, and then [1'd] probably go to that-chapter and
start reading in there. I wouldn't.lose interest
quick[ly)....[If a reader] has a long attention span
and really can concentrate long in the certain
area...read quickly and understand what he is reading,
. [then, s/he is a good reader]..

"Ronald agreed:

I would look through the index and find and-look up
what...really interested [me].

Subjects appeared'toAread only if the topic was within their realm of
. . v
interest. Wanda, displaying enthusiasm and interest for her vocation,

synthesized information from throughout the passage.
!

I1'd read different paragraphs. Not all in the order
the way paragraphs go from paragraph to
paragraph...just a couple of sentences to get what it
means in the paragraph and what it is trying to
explain....And...if it looked real interesting and had
something to do with foods, if you're reszl interested
in foods, you'd end up reading the whole thing.

On the other hahd some students read only when there wad’no wther -
alternative. Shelly, who preferred physical activity to sedentary
reading, found it difficult to attend to reading. How Shelly felt

about reading and how she approached reading follows:



¢ . v ' - R 1%

. fw e '
. “,
. . ‘ ‘ ‘

I"can't read $ore than five pages or I'11 fall
. asleepss..l would find the pictures first and just N
" browse through the pictures...to get an idea of what .
the book's going to be about....If I found it
interesting I would read it, if not, it ¥ould be put
away....1 get bored with it. I'm not interested in
reading....Sometimes 1'll just browse through the last
part of it, if I'm not finished,...'cause that's where
everythings sort of falls apart and everything stops in
the story....If 1 didn't get it, well, at least I
tried. o

e

-

. ¢ :

In response- to question 3, the main idea was referred to by
each student as that elusiive something most students vaguely discussed
bht had difficulty describing.

r

Recalling Text. In recalling text only a few reading

strétegies were reported. Very few»éubjeéts:deacribed how they would
‘retell a story;‘most were unsure. of a procedyre to follow. Eéw
indicated that~tﬁeylanalyzed'the information. Some reported that the§
recalied the events.in order of igpottaﬁce‘and/or sequente but made no
interpretations, while othefs‘thought they shoﬁld remember every word
indicating a complete ébsence of undergtanding how to proceed.

~Tory selected informétion across a.stony aésimilating events

into what Wg 'hoped would becomg_a meaningful whole, saying:

o)

all the most important moments and then I'd
om. the. beginning and I'd just think what I
read thdre and just piece it together almost like a
{nd.itﬂil come out more or less of a .story.
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Wanda on the .other hand, proceeded to retell the story:

Like THE THREE BEARS and GOLDILOCKS. (I'd] tell them
about this J#%tle girl, just like you.... She's
walkigg through the forest.... [She] comes to this
-house, the Three Bears' [house] that live theres....l

kmow what's going 'to happen next and next through the - 4 °
+ whole story and it just sticks in my head. I just '

carry it to them.... When I tell it, I get into it.

It just sticks right in my head.’ S ‘
a Acddemic or fictional reading was viewed as being different
4
from vocational reading. Subjects did not equate the procedure of-

recalliné events from a story with remembering what was read from a
, .

manual, in the gocational ehOp. -Reading from a trades manual could be

Avi
K

directly telated to concrete, hands-on material, and therefore, was

meahingfulrl.
s oo

r .
& Sglvin Reading Problems. The ability to monitor one's
ok g g | ’

! reading, ﬂetect comprehension failure, .and initiate appropriate

‘a

reading strategies f?r remedial p&ocedures, is- often considered to
- A
matk th%,difﬁgrenoe between independent and dependent readers. Even

- b

though the degree ‘to which subjects indi ted that they monitored

o‘
o

. '
. reading varied when reading problems occurred, most subjects reported

4

a sidi}ar pattern skip it; ask someone, look in the

JI,,. — 3

"dictidnary/thesaurus, or solve the problem independently by "figuring
. ‘\‘; .“;" LI L]
-it out"a Shelly; whenaasked if she could figure out words by. herself,
replied. - ‘;Ad g i}
‘T don t know what I would do. I think I would just
e—‘leave it out. If I don' t do it right or whatever then .
" that's a mistake I've made but I can't really figure
"things out like that, _ -



71

' Hildi‘;volded’tﬁe- roblem co letel by sayings/ "1'd find -another . ’
| aa P mpletely by, y\y;r’ d figd e
) book." Shelly and Hilda wege Uncertain as to how to solve a reading

‘roblem. Most subjects lecyed the confidenee to proceed independently
ebut when encouraged tg do . so were successful. Kerry illustrated

. SN
. dinitial lack of Canidenee followed by.relatiVe,sukcess.'

ReEéarCherf R S . 'Kerry .
,;When you ate reading and you come’ _ o i
" to a 'word yoy don't know, what e el o, :
»vwould you do , . AR R : S
o Yyoe o » . 7.7 1'd probably, I-probably would
o T -  pass over it. ]'d probably just
‘ “ © . % leave it and skip over it....
' ( SRR “Probably just go on.'"/' o
' ' ’ ' 7 ; o
IR N - -
‘Would you "ever be able to figure . S
git out? . T L e TN T T
L S A Well, like,lI”d try to sound it-
SR R L ' . out. And I'd try to get. it.
N I , But, if after a little while I -
A N . coulda't, I'd just'probably go
L . S om. "Cause I' d just get Lo
A SRR SA ~ frustrated at myself. ' L
- N 6 ) : E o

2 - ' .

- o G . . . Well, it dePends, how big a word,
N e © .+ . " 1like, what kind of word ‘it was 1n
S Ty ‘ - the story..,.,Like, if it didn't:

R ; ; make sensef, then it.would-have to
L e " be an important. word and I'd have

Sy [ - -7 to findYit out.... You coqu_g

‘ . L " to somebody and ask .them. Go

R . R R the teacher Mom, anybody.’
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- "7
Researcher BRI y - Kerry
B e S .
When  you are reading and you come ‘ S

‘to a whole sentence you don't
understand, what would you do? -
‘ ’ " I would just probably look it
over and if I really didn't.
.understand it and couldn't figuFe
it out, I'd probably just go to.
the teacher and say, "I really
_don't understand the sentence', .
and ask him for some help.

~ o~
a’, o
«* “
o L SR . 4/
. Supposing the teacher isn't . '
. there, and these are*instrfuctions' - - N . :
on how to repair the car you are . S Lo
-working on. . B : ' J-..l
el , ' ’ ‘Well chen I d probably g0 to. -,
¥ . -2 B .~ another student and ask them. ﬁor .
c T he“’" R
e -“ £ Nt o
".No othet student there, you re ,. .
alone.} : C . . R : .
' ) S : o - Well, ‘then I'd just have to
‘"." Y (o ukfi‘gure it out by myselfa

B T I R
o o B .5 L - .
" What are the thingg you could do”
to flgure it out? : :
o« e I céuld read underneath ‘that.
S : Read below the sentence.... '
v N e Figure it out.... You just read .
e e e . . . . on, and it'll make sense ;then...
' B T ! " You have to:do that.... And-then
N o L " that"just falls into place, so\it

B - must be right- . . L
. i : - DT e



j:, Although erudents recognizhﬂ the need to analyze visual

information exactly how important parts were identified ‘was unclear.‘
ﬁFor many subjects the practice of associating sound and,symbol to

decode an unknown word seemed to be a solution. These students were -
bottomrup prod&%sors ‘of print. Tory provided an example

Researcher‘ Tory

When_you ard reading‘noo orking
and you come ¢o a word that you-’.

dop't know, what would you do? = A P
**:S&?~*— g ; " . . 1'd try and sound it out the:way
S S B it was spelled. You don't know
" with this English, some words
R PR “ they don't sourd like they re
P - S “spelled.

S

. L 8- ;
' Then what would you do? L flE

‘ : . C Well, 1f I couldn t find out what B
[it meant I d go to Mom and Dag
~or teacher. ‘Pv

PR

¥
. L
PR

5 #f-.there is nobody around? N e ‘< ; v
1§f“" e o ax o - Well, ‘then T would nead the rest ¢
‘ _ .~ of the sentence and.sort of = ..
-t figure out what that,word,means.
. ! . Rt T S ! - ! P '

-

CHow? . I PO TR AL G
' . . RN . For instancefffifl”l wouldn't
a ng¥;) - = .7 know what "spoken" meéans, 1'd
R O “iust like for instanceg, {1£)
ken ‘was in a sertence like...~
. ST "I have spoken lots oF things to
N ., 4. you. Now, would you repeat it to
B R T % me?" or spmething like that.'' And
ST . . . it sorta means "speak" or '
A ' G - . . something like that.




&
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However, not all subjects considered the assoéiétibn strategy

;, 74

USeful, and: at least one student admitted to its‘failure. . These
. . - . o
adolescents were approaching'reading from a top-down process and may
4
have .-found graphophonics a hindrance in synthesizing information. .

Claire s inability to sound out words left her feeling ihadeqpate in
reading even though she was using other strategies successfully. .ThisT

: b R K . . .o . . :
'attitude is a reflection of a belief inAwhdt constitutes the
/ S y
appropriate reading teaching method. Frustrated, she expla{nd:;f
Sy * In grade one, I 1earned how to sight read so 1 can t
Hn sound out the words” very. well. You're supposed to "be s
‘able to. It helps you read. » ./ L Ly

“The assoaiation oE'f’ﬁ d and stbol éssisted some subjects in

“:cessarily;.rovide meaningful reading,

if ‘the WJ:dfﬁas‘sireadyta part'of”the e
.made reference to the dictionary in
few found it useful; reporting that‘h -
?Tte‘khersvhsve'seid "1f you don t know what ‘a word‘means, lo_k in thi g

»

dictionary.

v Rolf reported_how,he solved a‘readihg problem:i ?_:
q%ytext, without a dictionary. ' :f R :"i 'fh:‘, " [1J;v T
I usually get two words that I don t kiow, or I might v’;f
think I don't [Know].. I'll take it ‘out of the ’
» sentence. I1'll keep on* reading. <. Then I' 1l go: back ‘
and -stop there and I'll think about it. 'If that - - &

sentence says a person was.crucified, or sonething,,
and if I didn't know what crucified meant,.I1'd keep on
going until there is 'a word that identifiea the word -
that 1 just missed.... gsometimes it helps, and o
sOmetimes it doesn't.... If not, I read it about four -

. -.-or’ ‘five times, and if not... I go to a dictionarye«...

}aft [dictionary] tells me the meaning of it, buz it '

""doesn’t’ show me enough definition of e “Not

“ alyayss... There are ‘some times where it [dictionary]
' just doesn t [help] and you nbed help.-



N " . ' ' . L ‘.‘ .
.

k Teaching lleadir_lg. . The importance placed on association of

. sound and symbol and of analysing discourse again became evident as
subjects described how Chey’ “would teach reading. " Students usually
suggested teaching reading ‘by a-r graphophonic method even though they

: had described other reading strategi‘es. 3 This agrees with the findings :

_of Meyer & Paris (1979). Subjects perceived reading to be a series ot" :

»'Q‘

\hierarchical skills with association of sound and symbol as the :

starting point for bottom-up processing. Hilda‘cribed her method
“of te—aflv ing reading as £011ows . P | ‘. AT :

h

'd tet,chz’!j:nem the' alphabet.... .Then, I'd" teac them
oW to put the lettexs Cogether to .make a wo Make
:t‘hem sound ft out it back over and over until T
they knew- thelword by ing at.ite... Then 1'd get - d
.. .them to put words togeﬁ in sentences so that it I
- gould make'sense to them. ?!hen they d st ﬁt Peading [
",paragraphs, [and] bo& NG Q /

'went on to describe the importance of dderstaqding wh* i\

read, stating ‘ s . ST e ﬂ
oo Oh well ‘i'd just'tell them to: take one paragraph at .-
! \ time... and just try to look at every word. And do. . '

ery, very quickly, and precisely.... Because you .
Lo have 'toss+. Because if you just ‘take... one word at'a ‘thj
- time, you know, be really slow about €, jou'll forget . .
. ..the meaning. S& I'would just tell them to do-it - L o
" quick[1ly] and take every word, you know, just do it - E
. that way. o : . :

[ 4 B o

"& o Most subjects felt that practice was essential to’ developing

» Sl
good reading, bnt only a few referred to meaningful reading, co ,
comprehension of print by mentally communicating with the author. B

7 BRSO 5
: .

Avril in teaching sOmeone ‘to: read was not only concerned with

practice,, but with meaningéul reading, especially understandi_.'g

¥

questions in school.

‘




i

»

. Researcher

If you had a friend who just came
from Europe and hg couldn't read
English, and you g#e going to
teach him how to read English,
what would you do?’

When your friend is going to. *
read, what is he tr%ng ta go?

SRR N '@a

Discussion

3

: and bold print were not.'
' wich the"text;’

~restricting perso

o~

%

\
A\

referkto, ﬁew subjec:s.dideso.

e B

-sb

%eading at a literal level depending on concrete hands-on association

Nl

vocational reading whiEh is to read-and—do, limiting or even .

2

e

: To tty ané read as much as they

can,- but if they can't figure out
some words to come up and I'd

‘help. them to a certain extent.

fi ;* ike, they could be questions,
% ghd it's trying, dnderstanding...

‘questions.... And if he doesn t:

@

,;an;erpre;ation.

understand them well he can t do
themo

" _'a.tvr ;v

Even though books were availabLe for students’ to handle and

References were made %o the tqblt of .

-Lcontents, summary and glossary, but other organizers ‘such as headings

v

SubJects tended ‘to. report strategies for

@

This may be immediately due to the nature of o

Still, subjects in the study

«

”’

P
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were _aware of ' most ,reading strategies, and reported usge of diéﬁerent

reading strategies for different reading tasks. . S ,.*,pr

4
»

- Of Eoncern was the finding, that few subjects reported they 5
;4solved reading problems independ%ntly. Most students 1eaned heavily

on, assistance from the teacher, parent or peer, and only when preased

3 i

to. do so would they ‘turn to their own'&esources. Even though reading

-

below grade level, a few subjectswwere in the process of developing
¢

. independence ih reading.' It was these readers who employed,more
e . . . . # .
strategdes in mentally communicating with the a’thbr, ,and possibly

9*'%

»

processing larger units of print (top-down prog
A , o
making meaningful interpretations, identif?ing

Y )

ing) consequently,

’hth,%§aracters, and
. experiencing pleasure from’ reading. 'These readers, were attempting. to
L@ [

.y

.solve reading problems independently by using the dictionary,‘glossary

‘a

Dependent ;@aders, on the other hend tended to~view the

or. thesaurus. Thoseaaho found these materials useful were as
¥

with pronhnciation, spelling and word meanings.

- t

"reading processes as a series of hierarchical skills to be

mechanically applied as they processed,small_units _o£ print (bottop—up

‘s

processing) Dependent‘readers grappled with word and sentence

recognition, and were frequently overth@Eed by big words. - TheseA

»

-problem readers perceived that the ability to "sound ﬂht a word was

o
‘the solution to solving a reading problem. However, since word
=]

meaning is dependent upon the word being within the student s

. vocabulary, comprehension did not. necessarily follow decoding. Mo.tl
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| dependent readers were unable to effectively use the dtccionary.

Thus, if graphophonics failed them, they asked t;?\ﬂﬁﬂﬁ:ffbm anyone

ﬁ'.

-

nearby.

In summary, when\readingvforicompréhension from problen-free
: oy a :

) . @ . - . » . " . ’

matesiel , subjects reported that-they applied several reading

- A Y . ) .

,strategies.‘ When recalling information or retelling a story, a

§‘did not-underetand

k4

_}sﬁﬁtemafg :apgxoach was not practiced. Subject

‘ .

1

meaningful interpretation was necessdry for recall.r‘
PR L T

reading problem, adolescent pf@blem readers indicated that they
~resorted to graphophonic solutions. 'Finally, when teaching someone.to
vread, again, a seriealpf hierarchical strategies and association of -

.

sound and sy ch

jwere described. Perhaps this is indicative'of how

they think theyithemselves were taught to read.

.

s .. DEFINITION @F READING

:Question #2: "What is the adolescent proble

reader s perception of reading”"'

‘.Reading is an interpretive process of abstracting meaning from

print in a mehtal dialogue with the author. The definitiOn of reading
held by the adolescent problem reader (Table 4-3) is a determ‘ning

.factor as to how, hen and if s/he reads._ Definitions involved the

' o
1 dichotomy between decoding and comprehension and between oral and .

/ silent reading as well as an indication of thefunction of reading,



e. g. for school, vocation or p1Easure. Subjects may hold more than
sone definition of reading or all of them depending on Che individual ]

( readingidevelopment, attitude toward reading and purpose for reading.
d » v ' ¢ 5 r

x TABLE 4-3 Y o »

> 12 ’
: 4
¢
nt Reading 10
‘ A5
. a ’ i
“y x - 13
L T }Wbtational 16 -
ot 1w fleasure - : : 14
. » T .
PN ’.' i '
gl
\"rﬁ" !f; ca AYV . : v
et QL‘A!prehension

; ecod&qcllls are used by good readers in a meaningful way
as tent s o#gnnﬁieh fh g bottom-up and top—down manner. Poor readers
often ove;stréss deeod{ng in reading rather than extractingJ
infﬁrhation from a‘page. Whether reading to comprehend, solving a

réading.problem or;teaching someone how to read, decoding words was
. . > r'y

the firet definition,deecribed by the probleﬁ\readers\in this study.

This decoding ﬁoous may'be»the result of experiences in soheol where

,dtradi;ionaLly 5he'mechanics,of reading have been emphasized. These
. . ,. * : . ) ° : ‘ L.
students may be decoding text word by word and are battom-up

¥y

processors of'print.° Good readers, Andy said:
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+++ just can look at the words and know what they are
right away, not having to look at every letter,...
just recognize it. .

Others described thejbrdéess of reading as learning the alphabet and
¥ e . .

rcomblning its sounds and'symbols toxiorm words and viewed reading as a
§ #
series of‘hierarchical skills. Darren said: &
p
' It [reading] is’ the pronunciation of letters put
together to form a word. :

3

Wanda added:v,'

. .. 1t depends on how much they read. Their spelling is
good.... Anybody that's good in spelling could sound
out words better and know what words are like. 1It's
easier for them. :

P eet Easmman e

In addition to decoding, Hilda, Kerry and Avril explained that

comprehending the author'’ s message'was crucial to reading. Hilda

2

- described readingDas{ S T , : c‘ﬂ'

...looking at words and understanding what they' rewi ;-
meaning, knowing what the’ word is and recognizing’ 1w

" Kerry explained:

I1f you don't understand what you're reading I think
it's, like you're not reading, Because it's no pointa

~ O0f her reading, Ayrilistated "1 get a lot out of ite...You have to

understand." quand explained the difiiculty she experienced in
¢ .
understanding print .
‘v ’ N . ) E B

I'm not a good reader and 1'm not a poor reader....
1'm more closer_to a, poor reader.... I don't get
everything I read. 1'd have to read it over a couple -
of times.... sometimes, depending on what it is. If

., it's a long story then I have to go back and read and
find out whose who again. :

& ' : o ve
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Candy, not only explained the importance of practice and
comprehension to readihg, but also described some of the a@vantages to
be derived from reading.

He (a reader] knows what he is reading. He can
understand the words and knows what he likes to read,
and if he likes to read something,...[and] if he finds
a saries of books that he likes to read, the more he
reads the better ‘his reading is going to increase and
the better his spelling skills will become.... When

I'm reading something, I can understand what 1 am‘ hd
; reading. .
A &
R o .
Oral vs. Silent Reading , ' ' L
L Reading was perceived by the adolescent problem reader as
being both oral and silent, inside and outside the sct ronment.

]

Smooth, error-free oral readipg with good%&xpression was discu§sed by

* many problem readers without consideration for grade level or ability

e Wy
o B e

difference. Evan thonght a good reader was:

Someone Qho can read clear and somebody tlat can feel

the different moods. You know, fast or slow.... If ' /

something is sad, they .read it kind of sad. And Jif

‘something is really exciting they 11 read it

quick[ly]

o L4 e

Daryl said, good/ readers:

‘ "~ ...can read without stopping, do"everything mixed, ‘ - ¢
all quotations, and stops [punctuation marks] and
whatever... [and] usually if a person can write really
good, and gpell words good he can usually read just
‘as good. : P , - _ " Y
Oral reading was seen as a dévicg for'gésessing reading

ability bx teachers, parents, s%Plingé, and péerg. Rightly or ./

wrongly, oral reading in the school haé nistorically been used by

e .
teachets as one measure for assessing .the reading: ability of students.
- 7. -
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It [oral reading] provides the teacher with a window through which to

identify reading strategies employed. It is one criterion by which

_—

students. are labeled and grouped as readers. As well, studen ,
evaluate their own reading success against the oral performance :
. }

their peers. Wanda, comparing herself with others both in and but of
school, described her reading ability as follows:

I don't think I'm bade I think I'm OK compared to

other people that I've heard. 1've heard people that

@re better than me and people that are worse. 1've had
practice in school and at home. I've helped my mom s
with baking. I1'd read the recipes out to her.

Oral reading may be for entertainment, for reading to an

“audience, or for reading characterparts in a play, but for some

e .

-~ _
students, oral reading is viewed*@S“necesaary for comprehension.
Students’ whose reading is at an éarly level of development_may find it
difficult to understand without hearing the text. Shelly: and Yoland

depended on oral reading in order Lo comprehend e’\~2olve reading

+

problems. Shelly explained oral reading in this manner:
.y , o : . : w
I don't know. It's just when you read out loud yoy

feel that you can basically hear yourself and
understand it. When you are reading alone someﬁimes
yeu always have to repeat little- things. L
‘Yoland solvedcgf3blems in her mathematics class by readiﬁg orally, as

-~ 3 A \‘ . , . LY
¢ " ' . . N

4 '

follows:
r 3

I'd read it carefully and make sure 1 understood. . . by _

reading it over, or, reading out loud. I find that =~ '

helps sometimes... with Math..J 'when they have e

N sentences that I don't understand. ‘Like, 'solving : hlﬁ;;%ﬁﬂ&
problems when you ‘hdve: a sentence... When you hear it -
‘out loud... you can"hear youf mistakes where you T
can't really see them. ,Q] wg , 4 A g

.



L v
‘ "' A ia

A small number of subjects considered oral reading a hindrante
to meaningful reading. Candy explained:

y ce to yourself you can...think about what you are ~
doing, what you're reading, and you can form your own
judgement.... When you are reading out loud you've got
to think how that sounds so your parents or your
clagsmates...understand what you read. And... say you
are reading something that is suspenseful you've got
to put some guspense in it, spiff up the story so that
they- un(rtatand. So, 'you've got to think about both

ides.
. . N

While Tory said

- . X .
s . ,

. I can read a lot quicker when I'm reading silently
g - thap I cen out loudee.. I f it a little harder to
. read the yords [orally]. In my mind the words just

~ seegm *pop in but when I'm reading them out loud it
takes we' a few more seconds to, to almost spit it out,
as you‘could say.... Silently they just seem to come

R . in.
Ronald agreed with Tory, saying 8
Tods ,;ahen I read: ;Q myself I can read thingsdBetter than =+

[when] I read out loud.... I go through a story ‘
‘fast.... Well, you get" right into the story when you v

read to yourself.
Subjéctg}‘ZZéribed the good reader as one whq when reading

. before an audignce, c¢ould pronounce all thé words, ‘observe and respond

" to the punctu tion marks, read smoothly without Stumbliné or mhking

»
*

mistakes, an read with appropriate expression so that not only)the
5reaﬂe£,.but the listener, c;)ldnundenstapd, In additién, tfé gdod

:reader was able to spell well and thus was good at sounding out words,

4« K?

was : aQ}e ;o cgnﬁentrate on~a s?%ject for
Y

ﬂwas q&ie to wtlte wel
ﬁeriod offtime was able 0 rbaé.jas: and comptehend, and was?/‘
. : Aé‘ ¥

"f@f@ W

able to’remember and retell details and events. Finally, all students

4

-
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"

agreed that a good reader, was a prolific r!hder. ‘Most subjec’.. fell

. \,
\
ﬂ * t

short of this mark. The’ﬁescriptions; of oral and silent reading,

reflected an ambivalence in the subjects perceptions of reading. In

..

the final analysis, oral reading became the fe?iding factor for
assessing the quality of reading by'comparing personal reading with
that of another. In self-evaluation, subjeets considered themselves
to be good at silent'reading, but poor at oral reading. Subjects, as
a resuit of the experience in school, placed too much importance on
oral reading. When asked if he was a good reader, Ronald replied:

To myself I am, but compared to others, no.... When I
read to myself I can read things better than [if] I
read out loud. I go through a\story fast.
[§ ) * .
John, who was self~conscious about his reading, attributed his "poor"

/

"readiﬂg to an imagined speech defect. When asked if he was a good

-

reader, John replied: 1 ;

Not really. g}] usually stutter too much. 1 get
stuck on words. The easy words [orally].... I read

-, all the time [silently} if 1 like a book. If I have
one, I read it.... I1've a speech impediment and I get
the words all mixed up. I say them backwards

stuttering. : ‘ . 3
. A : : & ' ° :
Kerry, who also judged himself to be a poor - reader because of his oral
. | “ _
reading performance said. c L. . i
I don't think I'm a good reader... because... I : e

stumble on a lot of words.... When I say.-a big word it =«
, ) sort of floor$ me.... I probably know them but jus&
' -the length of them....so I jugt skip it.



Erronqpusly, some subjects placed greater importance on the reading-\

[

- ’ . . R PR o . R v

L X . DN

¢

: mode than'&n the reading process of communicating with the gﬁthor by

ability was positive, particglarly on gﬁlent reading,

) Functions of Reading ’3:\\\

abstracting meaning from print. However, self—evaluation :?kreading

y .
N .

. ?

.

PR IR RN .
-;5Reading_is for school. . It-is in the classroom envi{onment

/‘ ~
that students build their thdory of reading, delineating what reading

is and what reading is for (Page and Pinnell 1979) Subjects defined

-

’reading as a: school activity, for answering questions, for tests and

v

"assignments for satisfying requirements of the teachen and the‘

school, and necessary for entry to. the vocational shopa.l Reading, in
R

thé’vocational high school was thought to take place in language drts

A
. classrooms, specifically in the English elass where reading ability

. was assessed by tqaCher»anngFers. Reading was perceived to be ' ' . ‘m

' wereipf school 1eaving age., %Eading, as a functi

l
'

YcOmpulsory even though most atudents were voluntaty, that is, they :

n of school was

deemed to be an- imposed activity and accepted as a necessary hurdle

Pl

- for accesx_)o the vocational shops. Because of their lower level of

'academic achievement, upgrading is conaidered necessary for the.

Jschool's population. Therefore, it is not only a requirement of the»ﬁ

school but a requirement of the Department of Education that sfudents
attend academic clasaes for. one-half of the school day. Reading is,‘

therefore, viewed as a process under the‘control of others, the. -



;
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koutcome of adult directives, rather than being self-motivated. The

feeling that reading was imposed by othe:s\was affirmed by subjects. N

\ /

Claire said 2 "I 'n made to" read5 While Yorand said'

- N - 'y
N ’ o R
Some peOple read because they the to read, and they
know. they have to ;@ad becauae they\are poow in : S .
'reading. o S : I A
. : \-\‘ . / v : \ R
' L e S S : . : P
~ N AN o ~ e

- . Readi g is for emgloyment.v ’In the vocational shops, trades
.
: and services students perceived reading to be for employment{ktor some
SN - -~

-~

time iﬁ/the future,‘and something/they had to dow Reading was

"
{

,considered funcfional. It was in the vocational shOps that

adolescents discovered that reading was personally important to/them
AN N

<cand that it waSHa necessary ccomplishment for‘functzoning ..

-
—

1-

successfullx_in the working world. Here'Confidence,.interest,
_motivation and awareness of purpose were seen as factors influencing ‘

/

reading. The vocational areas»or"trades were chosen voluntanily by

each student and theré;ore, all were motivated in their field. A
shift in emphasis og attitude toward reading became evident. * Reading
ih the trades shops'wasviewed as-quitetdifferent,from=reading in the
“language arts'cl;sses.' -In the shops reading-to-do and, | |

; y
reading-to—ledrn was the norm, In fact, the shOp wds very nearly

divorced from the sch001 both physicallj&and philosophically. The
s;op envirgnment was appreciably different from the academic ,
’classroom. The physical‘plant héd an industrial setting, including
fkdoors/which ooened directly-outside. Shop,clothing was worn,
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: )
,industrial tools and equipment replaced pens; and manuals replaced
. 4

textbooks. Shops assumed the atmdsphere of specific trades*in the

‘working environmenb\

RN R

Reading materials, such as shOp manuals, en ountered in

e .

reading- to~do were rarely unfamiliar to students. Tr| des worker’s cope
because of the highly repetitive nature of on-the- b reading tasks

)
influencing\worker intergst, motivation, experience, and specialized

-

'knowledge. In eadh VOcational shop, a specialized vocabulary existed

ﬂwas‘gound,in the various shop manuals. .Technical words peculiar

to the occupation and everyday words.holding voqational meanings'were
M - st . N ' K

“in &"1& use. Students were.totally immersed in an~industrial setting

3 o L

mastering and applying the technical vocabulary peculiar to their //

3

vocational field of work. . Students when making reference to their \\V
Ak | : .

[ <

.vocation, were not talking about reading, but instead‘ yeseoreferring

toxtheir trades, reading-to—do and reading—to-lea{n.“ Reading most

§ -
frequpntly was for following directiong, Reading—to-learn—ugk\;.*

described in conjunction with’practical hands-on" experiences which had
‘q B . r- . " - .
;direct applications to concrete settinés\ Ceb .

Yoland a beauty wlture student was convinced that she and
other beduty culture students wodld undérsthnd a hairdressing article .
.better thah other students who were from ‘another vocation. Referring!'
. R .

to the specialized vocabulary, she explained

Because they [beauty culture students] would know

"~ what they're talking ‘about and what - it's all about....
You' d feel more tomfontable, because, you know what
you're doing. And if it was a different article y0u .
-wouldn't have a-clue on it

e

\
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John, a foods student confidentlr explained that foods student% would

. l . . }Q

understand an article on food better, stating

Because [we are]. majoring in it and we dnderstand it.
‘And that's what we're taking up 80 w? know what they
are talking about.. . . e
" \ F A
While, Tory spoke for’ the woodworking= trade. ° ' o
;...woodworking students... have had experience with
o wood and there are a lbt of expressions and words that
. . somebody from [outside the vocation] that has never
' taken woods would not have a clue what it meant‘

iSubjects stressed the importance of their vocational
background and experience, add of familiarityewith the vocabulary of .

gheir trade.' Each subject was confident in his/her own vocational

area. Even thOugh students were dependent readers

s, oﬁ/(b

resort to a glossary to solve a problem, reading in the shop was -

necéssary to ask tor help ‘from the teacher, fellow stude

& 4

accepted as an non—threatening experience. Reading was ‘necessary for

solving a problem, a means to an end. ‘The vocational materials were.

Iy

. “ -
viewed as meaningful and reading in the shop as purposeful.‘ When

: 5

learnets _were actively engaged in relating new ihformation to their
- “‘

,personal vocationaliexperiences they reported that they comprehended A

and remembered it
& a’/ ’ ke

Reading of?y foﬂtfuture employment ’hoWever, may detract from

¢ than if such relationships,were non—existent.

:reading for today's personal pleasure. For éxample, as e read Rolf

'applied‘his automotive experience_to an article on automotives. He -

v e

predicted, evaluatedg accepted or‘rejected)information. Rolf-stated

\ -
AN

that: ,f , o oy o
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1f there [are] any pictures or headliddn%f the things.

. 1'd first see what the headline or_the indented part
of the paper was,... It [the headf/ne] sould tell me '
what it;:Jhld be on. Li&e, if the headline said, "new
“block_ h ers,ﬂputting in, and easier,"” 1I'd wonder:

Is it easier the way the book does it? or Is it
easier-the way I do it? o, I would read it and see..
Then I would try it. 1f not, go back to my normal ~
way. ' i

On the other hanJ in discussing the reading of fictional materiala
.outside the vocational setting, Rolf expressed W18 fruatration with

open-ended"sto&ies demonstrating his inabilityffO“regd between'tﬁe

lines and go beyond the printed word thus reducing his personal

pleasure. His desperation is Sensed in the follo ix
' v» : \— ’
. [I'm interested in] a stomK
the beginning.: Gets you on a: o
finish ite... Usually, I -am trying to figure o tbwhat o

. happened next. - . '

x We read. ome story, IHE BIRDS they didn't fini

: y. They just left it at-"the birds attacked you"
that's it! That's all! tggy left [ic] just at

the middle of the story, and I'm just wondering what
happened.

-

: . - ‘ ! \ . ,
- Like,v\ae-mid-terms exams they gave us here. They had
"two good stories. The only thing is they just didn't = *
. finish them, and I liked them and they just stopped :
right there. ; :

3

Because of the very literal interpretation of ‘trades

materials, subjects found reading- o-do and reading-to-learn -

~

non—threatening, meaningful experiences. The hands-on experiences
associated with,vocational reading created positive feelings but did

not necessarily motivate or create a reading interest for leisure

~ reading. L T o E ‘.

‘89



P—_— ' ' . ,\ "‘- : \ .

o » 1‘" rd

Readi g is for Private Pleasure- Reading’for private

ks
+

pleasure depended on the interest, the motiWa@ion and the leisure

i w -

time pf the.subjedts. Subjects-explained‘that they read for

informatiou’ for 1Earning, for education, for entertainment or-for -
L
. private pleasure, and to do 80 required meaningfdl communication with -

P

the author. ALthough only a few students read outside éhe classroom,

those who did 8o indicated that interest was the motivating factor.

» i
‘ |
{

" #Andy who described himself ‘a8 a fast. reader said, A / g :
| Py | '
. Sometimes T80 [read] Sometimes I read a book and if -
o I.really like the book I can read the book in one day

instead of all days. . ) o
- < ’( Z

Ronald described his interest in’ reading

©

-You get right- into the story when you read it to
yourself.... [Whén] you're interested in the ‘story ...

: f{you) block off-aeverything else and put your mind
» ‘P right to- the story itself.'

*

Tory, as he savored the HARDY BOYS, hdded : o .- '

I*like mystery books, or, something that keeps me on
the edge of my chair and keeps me interested. -t

. Several- subjects read if the materials ‘contained teenhge subJect &

.matter with which they could relate and identify. Avril and Evan were

N rd

" attracted to S. E.”Hinton's novels,’books whieh,are based on the
‘9

life—like exper%pnces of orphaned teenagers 1iving in a down—and-out

segment of society. When desFribing The Outsiders by S. E. Hinton,

: Avril said: "This one book I've reéad three times.... 1 really ‘liked

-

" that book.", Evan, who lived alone, felt akin to his fictiona!
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friends. He “had discovered companionship and pleasure in‘readintj

explg!ning o2 : R L ST
AN ’ '
I' read quite a lot.... [1] .read for enjoyment in [my]u
.\spare time. I like to read because I enjoy reading.
. 7 1 really enjoy reaning.... 1've read all those [S. E.
" Hinter] books.... Everyone of them.... It's enjo?ment
'y to me..., It's.enjoyment to me. You can see, for
. instance, take The Qutsiders, they had a purpose in
‘what they were doing. I just like to go aleng and
‘feeY ‘like I'm there{ : :

—

Literature based on a romantié theme captivated the reading
’interests of Claire, Candy and Wanda. ‘Love stories provided vicarious -
experiences fot these adolescents.‘ The world took on nei'horizons‘fpr
Claire, ghgn she diacovered SWEETHEART BOOKQ, romantic novels.

I like] something about teenagers at the level where
‘I'm at, and things’happen like happen to me. They are
more realistic, [and] things like that happen to you
too. So it makel more sense to me when I reade.... :
«[I'm] learning things. Going into fantasy like 1 de, -
I get right into ‘the books.... [1] can fantisize
things.... for enjoyment.‘

Reading, for Candy, was a ?ﬁiﬁtiveiy new experience, but now she
spénds most of her spare time at’ reading. She'attributed her l

" new-found interest to a friend and peer who ead-aAlot -and who

introduced hetr to a series on rgmance. Candy enthusiastically rela;gg

how she beeamg\ggtizsted to reading romance:

I never used to Tread those books but then she [a
friend] showed me, and-ever sincé therny I've been
readiflg these books.... The more L'm getting into .
.- them, the more I'm understanding, and the better I'm -
Lo in my spelling, and reading, and everything, my speed
o Y and all that are coming.... All my spare... time is-
with reading. v , . '

-
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Wanda, equally fascinated with romantic literature, described how it

had captured her undivided attention: ,

* ]
When I m reading by just sijaing here reading, nobody _
1s around making any noise.# I just start r ading and 4’
I'm really interested in the book. ¥ don't mow, it / o
juér feels like I'm right in the happening in the . o .o
book. 1 just feel 1like whenever I'm reading I'm
happening with it.... Like I'm ‘the person doing o
this.... It.[reading] is like a friend, ﬁ;udf T‘*
company. : _ RS

Only a few said that they. read independently, of that they

liked to.read. Fov the most ﬁgrt,fthe 3dolescent problem readers im
: / g . ) !
S ®

, this‘study were not confident in their rejding ability;.and did not

?fully'understand what reading entails. However,‘there was;an

Discussion : | 1l'

indicstion that., even'though reading'beIOW'grade level, some subjects

were.comprehending text and experiencing enjoyment: ‘ pu

Analysis revealed that subjects constructed and utilized
~ [

various defipitions of reading. ‘Most students provided more than one

definitions ' Lo

' The definition\déeading is recognizfng and &ecoding words ke

b h!

. held by many of the problem rej::jj, indicated that these research

subjects consifdered reading to a hierarchical.skills process. \They
tended to view reading éé bot tom-up processing:of.print,'décoding word
« . : - . -

by word, 'on,analyzing small~segments of the whole;iliniting and even

interfering with meaningful interpretation. It is important to no;?

~
however, that gome subjects also commented on the meaningful nature of-
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'a -

reading, and that their focus on decoding might reflect what'the§\_
. ' : e

thought they'were'eifected to say as mich ;s what they actually do a8
they read.
The majority of the research group approached‘reading with &

positive aCtitude, and in their own evaluation considered themselves
k4 ¥ .

to be good reeders,,bqﬁ poor oral readers.
The deﬁgnition 'reading is for sehool" was described by,

students as a rédeirement of school and forvleatning e trade. Reading‘

\

to learn waq considered compulsory, rather than something they liked
to do; a means to future success rather than for today's personal

pleadure. Even’ though,subjects reported they liked reading,'most did

[

not read.

"

ES

Research enbjects embracing the definition "reading is for
employment", having voluntarily selected their vocetion, accepted N
reading invéhe vocational shop as a means to an end, the passport to &-

: o o
trade and eventually to employment. ‘Their self-reports indicated that

.

they we}e literal readers and did not, or were not able to infer

A

meanings beyond the printed word. These subjects read only when

required to do so for their employment and thus, embraced a limited

perception of reading.. v
Research subjects, whose reading definitiorf was "reading is

A7 . . £ - .
for private pleasure", were understanding and identifying’with what
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they read \end appeared to be developing reading independence. The§
- L3

were showing evidence of. enjoying reading for personal p&easure and

gratification. i i . L,

| . SUMMARY
Y “ ; Co ’

Thig chapter has presented a descriptiVe,analfais of the

. . ..
‘interview reeponées\wherein the adolescent probfeﬁlreiaer's i /)

’perceptions'of reading ﬁere-examined.
2

* The findings for Questfon #1: "What so;ategies does the
adolescent problem reader use in his/her approach to reading?" \
revealed a broad- range of\strategies reported in‘accordance with the
task J‘ hand. Strategies reported depended on whether the task

‘ involved reading for comprehension, recalling text, solving a reading
problem; or teachin;\feading. When reading for comprehension fron |
_problem free material, :whether the subject matter was”vocational

. academic or fictional subjects repqrted that they applied several ~ o
.Vreading strategies. In/recalling text only‘a few reading strd&egies
were reported! a systematic approach was not practiced. When reading
problems occurred, and even'Qhough the degree to which subjects ~
indicated that they monitored reading varied, most adolescent problem
readers resorted to a similar pattern, that of gnaphophonic solutions.
lWhen teaching someone to read‘a series of hierarchical strategies,

association of sound and symbol and of andalysing discourse were

described. Most'snbjects felt that practice was essential to
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develo;ing”ﬁood‘reading. A few 4ibjecﬁs were in che.proqess of
developing independenee in reading.x It was these readers j?o émployed
more strategies in mehtally communicating with the "author, making
meaningful intarpretations. ii:ntifying with characters, and
ekperiencing pleesure frem reading. , | -

‘ 'Anelysié of‘the.findingb‘ﬁor Question 2: 'What is the .-

adolescent prdblemhfeaderfe éerception of reading?" revealed that the

definition of reading held by the adclescent problem readers was a

. .

" determining factor as to how, when and if they reads. "Definitions

1 ~

involved the dichotomy between decoding and comprehension and betweeen
oral and silent reading as well as the functions of reading, for

school,_vocafion or pleasure. Regardless of the readiﬁﬁ t;sk,~for

~

most shbjecte decoding words was the first strategy referre& to while

comprehending the author's message was secondary. Subjects compared

their owﬁ/readiqg success against the oral perfofmance of peears. A
‘good reader was described as ene who couldiread well orally, however,'

the subjects’ description af oral and silent. reading reflected an

\
_ambivalence in their perceptions of reading. Subjects genefally

t

described themselves as good geeders, poor at oral readingfbut good at

silent reading. Three f@nqcioﬁs of reading were referred to. /1) For

school, ;as viewed as an e;ternaliy impesed,task, a requi}ement of

school end for learning a trade. 2) For employment, was accepted as a

means to an end, a trade and evefitually to future employment. ere

-

confidence, interest, motivation, and awareness cf purpose were seen
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as'factors 1nf1uencing vocational ;eadihg. 5) For pleasure, was
ado;ted by only ;:few studentat where reading outside the classroom ‘
depended on ‘interest, motivation and leisure time of the subjectsu
There was 1ndicacion“that, even though reaaing below grade level, some
subjec;s were: comprehending text and experiencing enjoyment from
reading. and appeared to .be developing reading 1ndependence, showing
‘evidence of gnjoying reading ﬁgr p;Fso;;l pleasure. ‘

Chapéer V follows and summagrizes the‘énéire study with

conclusions and suggestiéns for further research.
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. FINDINGS, CONCLUSIONS, RECOMMENDATIONS FOR FURTHER RESEARCH,

., AND IMPLICATIONS FOR TEACHING V

This chapter contains a brief summary of the study, the main

-

findings and conclusions, recommendations for fuither research as well

as implfcations for teaching. i
. N

i <

SUMQARX
o 4 -~ . .

The purpose of the study was to provide an insight int& the
‘adolescent problem ;eader's perception of reading by examining his/her
reading strategies employed and reading definitionslheld.

Sixéeen adoleéceﬁt proSleT readeré, aged 15 to 19 years, from
a trqdes and services.program in a senior high school were sglecged as
the'saﬁple for this study. Each subject read two levels or more below
grade placement. . The reading level was identified by éhe Sequential
Tests of Educational Progress. All subjects fell within the normal

" intelligence range, and was determined by the Wechsler Intelligence

Scale for Children - Revised.

-t
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During an informa] interView in their school, students were

asked questions about how they approached reading (Appendix B) Ihe

‘ researcher conducted all interviews which were tape—recorded and
' SN
ftranBCribed verbatim.f The resulting datm were analyzed to determine

7 ’ .x. o~ o

what strategies problem readers employed in their approach to reading
_and how subjects perceived and defined reading. Interview questions

were carefully designed to assure validity and to be confident that
e e A

' significant information was elicited., Question 1, while introducing a s

'sfamiliar topic for students, determined the VOcation the subJect was-il
'pursuing._ Questions 2 to- 7 were analyzed for the purpose of inferring

: which reading strategies subjects reported to be utilizing when,

ureading for comprehension, for recall for solving reading problems

'and for teaching read‘ng to another person.')The remaining questions,

-

»8 to 14, provided an in&&ght into how students perceived and defined

]

L}

jwreading- . "»“{ S R ‘,»',) LA

Based upbn the qualitative analysis of the data, the following

conclusions appear to be justified.
. MAJOR FINDINGS AND CONCLUSIONS

s 7:,Cpnclusions drawn ﬁromﬂthis’Stpdy taéefinto‘account‘the

VIimitations'stated previously in-Chapter‘I,.and reflect the‘senior" RDRE

. < »

; high sch/pl adblescent problem reader s perception of reading. The

'findings answer the. two questions posed in}Chapter I. f'
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/ guestion 1t "What strategies does ‘the adolescentj

/

problem reader use in his/her approadh to-. reading’" “

A detailed analysis of the interviews indicatéd that  ~ T .,

i
/
J »

,adoléscent problem readers did in fact, report strategies for

reading, and when prompted subjects described a broad xange of

- a

'strategies in accordance w*th the task at hand whether reading for'

, r‘ ,‘ﬂ
» A\

-comprehension, recalling text, solving a. reading problem, or teaching

reading.; These reported strategies prov1ded an insight into the

‘ problem readers perception of reading. . ' . Ca
When reading for comprehension from problem free—material
; some subjects reported several reading strategies indicating that

reading strategies increased when students were interested in, and -

§

'understood what was being read. In shop settings where students read /

h \ N
T,

' /

-materials based on their vocational experience and personal interess/
‘ §

’subjects reported information not explicitly<statednin the text, // S

reading between the lineSs While reading materials related to tHeir

.job training, subJects described reaéting to and communicating/with
. s
“the author by monitoring for meaning and . synthesizxng infor7étion for .

/

chprehensions Vocational reading, in the shqp, was viewed ag

purposeful meanfngful and‘a means to future ‘success while academic or

‘fictional reading was viewed as something adole“\%nt problem readers
had to do,_rather than something they liked to do for personal

;pleasure and enjoyment. A few students reported that they read only

: when there was no other alternative.
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’When recalling information\or retelling a'story,‘a.syStematic
approach was not described and only a few reading strategies were
reported. Very few subjects related how they would retell a story,' o

‘most were unsure of a procedure to follow. A few indicated that they

analyzed information, some reca{EEg the events in order of importance

’and/or sequence while others attempted calling every word. . “,

.Academic or fictional reading was viewed as being different from .

J

lVOcational réading and subjects did not equate their method of

e
™~

‘recalling story events with their method . of recalling information read

from a shop.manual. Finally, in recalling tekt, subjects,

uncertain as to their role as processors of print. e

When solving a reading‘problem the~abi1ityﬁto-mo
‘reading, detect comprehension failure, and initiate approp iat:svbw
reading strategies for remedial_procedures is often considered to mark ;;

the difference between independent and dependent readers. The degree .
» ' ', .

,to which subjects indicated that they monitored reading varied, many

subjects lacked the confidence to proceed independently but when

- -

encouraged to do 50 were: successful. Even though reading below grad

._lgyel*,a_few subjects described their process of developing

independence in reading.. Independentvreaders reported'more strategies

L

-as they mentally communicated with the author, pgssibly processing
larger units of prfht (top-down przfgssing), and consequently made

ed with characters, and_

Y e

meaningful interﬂretations, identifi

“experienced plé&sure from-reading.“These readers reported their
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' attempts to solve reading problems. independently by’using-the4
dictionary, glossary or thesaurus.' ThoSe who found these external\

tools useful were assisted with pronunciation, spelging and word -

v

.)meanings. Dependent readers when encountering problems in .

*abstracting information from the printed word relied upon the teacher,
!

a peer a parent pr some other person, while some avoided the problem’

&

,completely, found another source, or gave up’ reading. ‘Two were

_uncertain.as to how to solve a reading problem. The dictionary or

thesaurus, a tool to which students were directed was, reported® of

v
®*n.

little assistance to dependent readers, tberefore, when solving a ,
: reading problem, adolescent problem readers indicated that they ®

resorted”to graphoph ic solutions. S | T i Lo

"

‘The association of sound and symbol assisted some subjects in
‘ decoding words. However, since”word meaning is,dependent upon the
word being within the student 8 vocabulary, comprehension did not -.

necessarily fpllow. Many of these subjects were unfamiliar with texts

". book-organizers. References were made to the table of contents, s,

N

summary and glossary, but other organizers such’as headings,and bold
v

[y

print were not referreh to. Subjects tended to report strategies for

‘reading at a literal level describing the reading processes as a
series of- hierarchical skills to be mechanically applied as they RN
processed Small units of print (bottom—up processing). Dependent

~readers grappled with word and sentence recognition and were

frequently overwhelmed by big words. These problem readers perceived
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that the ability to "sound out a word" was the soluéibn to solving a

reading problem. Most dependent readers were unable to use the

L3

. dictionary effectively, thus if gLaphophonics failed them, they asked

for help from anyone nearby.

’

The importance olaced~on'association‘of sound and symbol and
\\of analyzing discourse again became evident as subjects’described how

they would teach reading. Reading was described as .a series of
_ Shs
hierarchical skills as they reported decoding information, word by

@

‘word, frem small bits of text‘(bottom—up processing). This‘maylbex

indicative of how subjects themselves were actually taught reading, or

that they are more able to discuss reéding in phonetic terms.-;f‘ﬁ%_

. - ' i
Research studies have”pdicated that poor readers revert to*the use of

L}

phonics. At least one subject described how the inability to soundf't
"out words left her feeling inadequate in reading even though she -was
using other'strategies successfully, reflecting a belief that

'aSSociation~of_sound and symbol constitutes an appropriate reading

teaching method. -

Although most~subjects,agreed that practice was eésentiallto
developing .good ~reading, -and that interest in a'topic promoted reading

“for pleasure, only a few.subjects reported they engaged in reading

BN

outside the school setting.

~
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guestion 2: "What is the adolescent problem reader's

.

perception of reading°"

.
-

' ,. Z&

The data analyses revealed the adolesceht problem reader 8

.

5

_'perception of reading. Subjects ‘shared one or. more definitions of

reading with a few exceptions.

2

- The first definition of reading—-reading is recognizing and

decoding words--was held by all ‘but four studentsi/ The majority
N . . .

looked' at reading as being a seriesl?L hietarchical skills. Those who

depended solely on association, graphophonics, were less.likely to.

‘read for private‘pleasure as only four subjects saw reading for .

- . IR . ) é
comprehension.- : \ ; . o " .

Subjects also showed an awareness of a variety of'fnnctions
‘for reading. The first function of reading-—reading is for . (;

school—-was a view that- reading is an- externally imposed, compulsory‘

task. ‘Many problem readers regarded’ reading as an activity and

function of school: for school work, done for someone else, and

measured by oral aading. Erroneously, subjeets placed greater <
importance’an the/ reading mode ra%her tHan on the reading processi
that of communicating with the author in abstracting meaning. Even

though subjects Had assessed themselves as good at ‘silent.reading,

oral readingxha resulted in lowering the self-confidence of the

adolescents. ubjects regarded reading in the academic .class as a’

necessary req irement for a-vocational education which might result in
greater achi vement in the trades shops. For most,'even though

reading may be. required on the job, reading may terminate with school.



. : I . 104

' h
v

'lhe\secondffunction‘of reading--reading 1is vocational°‘was
held"by‘the majority of subjects in‘the atudy. Vocational'rEading is
functiBnal, reading-to-do and reading-to—learn, a means to an end, for
future employment rather than for present/enjoyment. ln the

}vocational shops, the attitude toward reading was posi%ive and

'iaccepted. Students felt successful and knew when they understood the
printed material. Vocational manuals and texts are likely to be read

repeatedly and in great detail and are, therefore, regarded in a

A ]

different light.' Concrete proof or verification of meaning and

3

‘ comprehensioz is alway close at hand. . : : . .

/

Thq/:hird function-—reading is for private pleasure--wad
reported by all except three subjects, however, only a few indicated
that they tead outside of the school setting for pleasure.. Most of“

the subjects assessed themselves as good" readers but were uncertain

as to what good reading actually ’ntails and thus, did not read for

4
pleasure. A few subje:;r who red& independently said reading is for

ilearning and keeping i ormed;,forginstructions and for entertainment,
and comprehensibn was-a requirement. For these readers, reading was

viewed as a- personally meaningful activity. They indicated that

reading not only entailed comprehension of the author s mdssage but a Q

W

[y ’ . N l

In summation,'this study‘yielded the following'conclusions:

reaction to it.

1. The adolescent problem readers in this study hqld a

_variety of ideas regarding what reading is, and what reading is ‘for.

They also know that different strategies,are appropriate’for_different

-
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reading tasks. Unfortunately, they tend to focus more on decoding

than on comprehension and on oral than silent réading when describing

how they read. . - ¢ N

2. Many of thé*adolescent problem readers in this atudy had

not developed independence in reading. Théy uere reliant on others to
v
. solve problems involving both word identification and comprehension,

- LY

and did not read for pleasure. '*
3, Adolescent problem readers valued vocationral readingiabove
other reading, experiencing greater success in that. area. Few ,

reported that they engaged in reading for pleasure.

4. Adolescent problem.readers viewed reading as a schd/q’\\”

activity which might well terminate coincidentally with school.

‘. | 5, Even though reading below grade level the adolescent‘
problem readers in this study were happy and pleased with theix
progress and believed they were successful

6. The adolescent problemireader is unsure of how to usé a
k4 R ) . ’ ) )
didtionary/thesaurus'or the various text book organizers.
‘ . i - .
. , ‘

4 - . (‘1 !

‘ RECOMMENDATIONS FOR FURTHER RESEA!CH
The present study focussed on the reading strategies and the

perception.of reading held by adolescent problem readers. To further

-~

encourage scholarly"concerns related . to an%understanding of the

problem~readerfs dejicits; a numper of suggeetions for further R

2

research are proposed:
. 20 e~
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25

]. The present study relies exclusivelyon°inte1:iewr

techniques to:assess the aubjects' perceptions of what reading

5

engails- To co?pliment ‘the face to face encounter between researcher

—

,and subjeCtB, a series of actual reading situations, both oral and
gilent, could be deVised so that the researcher might observe exactly
.what adolescents do when they read. in reiation to what they say;they
'do. Observations of these activities might>£ei1 more about sﬁe

) subjects Perceptions of reading and what they do when reading.
; 2. The ptesent study was made with a segregated population

u from a vocational high echool who were-identified as problep readers.‘

To provide a deeper knowledge and underszanding of- how perceptions of

’
4

reading reflect reading performance and abilit’, students from regular
high schools, ‘other than trades and services students, who are
‘ identified as good readers, could be interviewed for the purpose of

. . ’
comparing their reading perceptions with the reading perceptions of .

the subjects in this study. i
J. . This researcher is concerned that reading for many

adalescent Problen readers miéhtvterminate coincidént%lly'with s§h°§l1
A follow-up of former trade; and gervices graduates might be Conducted
to determine What the state of their present reading practices are, g
and if, in fact, reading has ceASed. _ ) A _ j\ " .

,pa. The pr&sent study made no.attempt to determinesfactors |
whicheméy haVe cont‘ uted to the adolescent'igij;p}em.in reading. .

These f£actors in themselves might form the cors for future research in

‘studying téading‘prOblems, . Suggested topigs for such a study follow:
) : . - ' -



~home and socio-economic status of family

-single-parent or two-parent family
——

~reading Rabits of family
-student TV viewing practiEes .

-student school absenteeism

—student‘erpnaned, living ajone, etc.

.

\fétudent‘wofking'and attending schoolt,an;

-student “social problems, juvenile delinqll;*

\

IMPLICATIONS FOR TEACHING

Findings indicate that most of the adolescent problem readersf‘

)

in the study had a positivé 3;titude about reading and may be quite

susceptible to correc tive reading instructiona.a_The Sollowing

implications for the classropm a;e suggested:
1. :Teachers should strive to help students to fylly eppreciate‘

the purpose for reading, and realize that comprehension is the main

1

goal of any reading activity. Students need to understand that
reading is a mental communication with the author ‘as s/he interp;ets

u‘j?e author's message by bringing knowledge to, and abstrACCing meaning

g
from print. Students need to realize that their background knowledge

is valuable for comprehension in reading,by teaching students.to~think

9

critically“and to evaluate information as they read. Teachers should

guide students to understand that the knowledge they bring to reading

ig ‘constantly changing as new information from reading is evaluated,

o

accepted and/or rejected. This can be achieved through informal
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diocussions, by providing opportunity for students to compare and
evaluéte their ideas with those or others, and by eliowing students to
realize the value of their suggestions. Caution must be exercised so
that discussions do not appear to exhaust the topic, but instead leave
some food for independent thought end_interoretation. ‘Further, not
all reading requires questions‘ané answers or written assignments, but
rather could be for the sole purpose of.enjoyment and pleasure. "
\ 2: Teachers -need to help students solve their reading - .
probiems by providing informed‘training in what, how , when, and why
the reading processes may be applied while at the same time avoiding
the over-use of: any one cue system. The teecher-needs to modify
" classroom practices; to provide clear instructional emphasis on ..
meaning, to teach students how to focus attention 6n meaning, to help
students learn new‘strategiesfby teaching students on an on—goinﬁaﬁ
" basis whenever the need arises, end by’nroviding ample opportunity to
practice. Teaching students to apply reading processes may be one
means of helping them to cope with the difficult materials encountered
in high school. With the gradual reduction of teacher support,
students maf become more confident in the deveIOpment of_ )
self-monitoring skills, and may, on their own, successfully use more
than one‘strategy for processiné print. feachers should be aware of
different reading‘nethods. . l .
3. Students. realize that one reads topics or'suqucts

differently for specific purposes? to locate information, to do a

test, or for pleasure. In addition to fictional:reading there are
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printed materialé in science, social studies, mathematics and in the
vocations for reading. Regardless of éubject;'students must be
L]

encolitaged to predict and evaluate theit?predictions before, during

and after their reading, so they will come 'to realize that what they

[id . -

already know may assist them in abstracting mean}ng from the text.
Also: teachers of specialized subjgcts,are better abie tqlreview and
direct reading in'theif‘field‘of speéiéity; therefqre, reading
Anstruction by teachers in these clasgroomf and ihgps ought to be o

encouraged.
A » ’

4. Teachers need to encourage the development of individual

reading interests by having students.exchange }eading experiences
' ‘ 4

“through class or group diécussions. Peer motivation, as found in the

\

this study, was effective.

v 5. Teachers s§9uldlassist and instruct students to. use
o

reading tools efficiently, such as the dictionary and thesaurus, as

well as text book organizers.

-

-

6. Teachers may consider interv&ggf as valuable additions to
- f— .

the procedures currentﬁg‘available for evalhating'reading
comprehension{ The interview questibns used in this study are a rich

source of data regarding a reader's performance on classroom

comﬁrehension‘éctivities, and if. used, information obtained from the

interview might be directly applicable te developing an appropriate

p§§§ram for individualized reading instruction. '
ey . W . L
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CONCLUDING STATEMENT

This study was concefned with the adolescent pfoblem reader's
pecgeption of reading and his/her use Jf the reading strategies. The
fiﬁdings of thé study and the"rela;gd litqrqture attest to the problem
reader's over-emphasis of some ‘strategies and.the limiteé~conttdl of
otﬁer strategies., Only a few considered meaning, understanding and
comprehénsipn as necessary and reqdi?éd components fo£ reading ﬁz
occuf; Even so, all but two of the sample thought they weré"good‘
readers, while at the same time, only a few subjects read\outside ;he

" school settin%/ The abiiiﬁy to read and comprehend is fundamental to

success in and out of school, on the job in the world of work, for

'

pleasure, for encertéinment, and for survival in the journey through
lifé. Although one reaas as a student in school, if reading is not
cont;nuéd'after leaving school, these-skills'may diminish over t;me,
bf,eVen vanish. kIn Canada, there are reputed ‘to be a million
illiterates, and an additional three'million who are functionally
illiterate.

Recall;ng an earlier‘SGatement tn this studf; Co%'(1968) said
that studénts'leaQing échool'unablexgo read will éufféf from'
communicaéion handicaps which willapréveht th;m frdﬁ realizing their
- potential in later iife. fhe ability to read affects a student's
success or failure in school, in the home, with friends, and in
his/her future employment. It has a prgfound effect on the salary to
.be eatned,‘tﬁe ftiends they wi}l associate withzxwhere they will live,

and on their quality of 1life in general. Their reading ability will
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0 ‘ )
influence every facet of 1ife, how they will feel about themselves,

.

‘others, and the world around them. Success and fulfillment in life;
whether pursuing a é;ade or a profession, depends on one‘amability to
read. Thga kﬂowledge becomes increasingly important as the
twenty-first century approaches: Qiﬁh the world in transition into ;n

(\information revolution through the usé of Ehe tomputer, the written

-

word is becoming ever more important in the economic, social, and

B

- .
personal lives of individuals. 1In this., the school has a great

.

_fesponsibifity. As well, it;ﬁehooves all levels of government to

expand educational facilities rat?gr than to curtail them, since there .

K

are tremquggimfosts in maintainidg persons who function poorly within

- :
a saciety. -~ | u »

A
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~ students who Afe vocationally oriented and wno ‘experience - .
limited suecess in the ‘core subjects in their preaent program.

o Ly ey

" TRADES AND SERVICES PROGRAM = 1979-80 . .
ES _AND ‘ ‘ 50

~ R “

A '.4,.7"

. - GENERAL INFGRMATION S 5@ _-_-'ﬁ_ T

The - Trades and Services program is intended to accommodate

.

Such students should have had the opportunity ‘to spend one ‘
year in grade nine-_

. i N PR
M ' U

. For the }%]9-80 school term this program will be oEfere@ at zgff

ose Compo&tte, and Ve Vocational High Schools.~“

,%,..}

‘ Comparison of Trades and Services Prqgrams in the Three

Locations - , : Qo BT ff.,«

"Academic upgrading and vocational orientation courses, and the .

level of performance expected of students -are simil&r in. all

- three locations. o o ’y_ : *ﬁﬁ="
However, some differences in program and climate may be
'~"identified. : A -
. : y ¢ [ o J
‘Vocatjonal High School Composite High Schogls
' a) Serves only Trades and * Regular high school v,w
Services. students. s vsetting serving students co
S C ‘ ' " in a variety of programs—-
matriculation, technical} .
business and vocational.
N Trades and Services .
' “students «are a minority.
.b)* Total school enrolment v '~ Total school enrolment
. 'approximately 1100. R approximately 1500 at
:;.‘and 2000 at ...
c) Integration into regular T 1f warranted, opportunity
~"high school program ~ for integration into.
requires transfers after . regular. high schoel
Year I, Year II, or Year ~  program after partici-
~LITa - o - - pation in the Year I, with--
o ' R '.Mw.' ’ -out a transfer from t%s
“school,
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}d)’.GhoLce among 15 n-"~‘ ‘c_ﬂ 'Year 1 program at ceo is
‘\;‘vocational areas in . predetermined. ..., offers
ﬁl'Year . - o~ : . choice among 16 vocational
~Q;1]‘¢, SRS o . areas in Year I.

%e}’ south-east locaqion-~“ . Ceaeds centrally 1ocated.

¢+, ~school bus . transportation D e accessibl@ by public
" essential ‘for most’ '~~~ transit’.to west Edmonton

‘—‘—‘students.‘ o - . »residents.

Lo _‘_,' Y IL ELIGIBILITY °
{'Aée: ;Ji ) Candidates for Year 1 should be .at: least fifteen

years of age as of September 1 1979..

. . A
] . i
) Résidence: ;”Preference will be given te.those students who :
. R reside in _the city of Edmonton. As in the past .-
‘years, a number of non-resident students v
“eligible for“registration in the ‘Trades and
. Services program will be accommodated.
' Once a non—resident student-has been accepted
. in the. Trades and Services program, the
70" Edmonton Public School Board mak
- % . commitment to provide a continui
. r_rand Services ‘program ‘to ‘the stude
throughout theothree years«of the Arogram.

; Acaremic Background fy A

1Students can qualify on the basis of (i) and/or (ii) '
ltki)fifif 'iﬁ;Current placement in a Prerocational program.
;ei;ifj[fi-QSf 1.Q. 75—95 on . recent group or inaividual tests.‘

Although Bureau of Child Study assessment of .
applicants is not required, referral should. be
~initiated in marginal or special cases. -

X
~

and o
S R =
o b) A Mstory of ow average performance in core
S ' subjects: Most of. these students will have been
enrolled in differenti@%ed 1anguage arts and/or

mathematics. - '
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4, - Education/Vocational interests_and Plans:

a) The Tradeg and Services program is designed for
studénts. desiring general education and voca-

* tional preparation beyond the junior high school
level and who require remediation prior to’
embarking upon senior high school programs.
Because of their history of poor—academic
performance, such students are unlikely to be
successful in a "regular" high school program.

5. Commitment to the Trades and Services Program

a) Each junior high school principal and counselor

' shall ensure that prospective students and their
parents have a full understanding of the nature
and implications of the Trades and Services
program offered in each of the three locations.

b) All applications will be suppotted by the
- oL signature of parent(s) or guardian.‘.

-, ‘ L
I1I. REGISTRATION |

Students are to be identified and recommended for the Trades and -
Services program by the principal of the sending school.
Orientation and documentation for applicants wi :the
responsibility of the principal of the sending 1. Personnel
from Trades and Services schoolaﬁuill assist with @tientation and

~~~~~

interpretation as required. oy

A’%ﬁi”'
Unresolved concerns regarding the suitability of a candidate )
referred to the Trades and Services program gshall be appealed to;

~ the Directot School Operations at. the time .0 registration. j“f

For planning and orientation purposes, junior high schools have

been designated as "feeder schools"” to the-senior high. school

- offering the Trades and Services program fot that geographiéal

zone of the city (see pages 5 and 6)

The deadline date for resident student applications to Trades and -
Services in .all centres is April 9. Each*junior high -school ° :
principal shall ensure that all application forms' are’, received by :
the selected Trades and Services Centre by April 9.. '
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Each junior high school p;}ntt;>1 shall forward to the birector
School. Operations, by April 12, a list of names of students who
have submitted applications to a Trades and Services program..

Notwithstanding the geographical area in which the student
resides, a student may, with parental consent, elect to request

. attendance at another Trades and Services centre. ‘The student

v 'shall indicate the school of first choice at the top of the Trades

and Services application.

a) Such application forms will be: forwarded by the junior high

‘ school principal to the selected Trades and Services Centre.
b)  When all applications haVe been rEteived, administrators of
the Trades and Services programs will meet with the-Director
‘School Operations during the week of April 23 to determine:
‘which of the "boundary crossing" requests can be accommodated.

[l
e .

;c5"51f there is insufficient room at’ the desired 1ocation,sthe

;student will be accammodated at the Trades and Services Centre
‘~for the zone in which the student resides. . :

v'Junior high school principals are requested to establish
.procedures designed .to encourage. Trades and Services’ applicants to.

ﬂncontinue regular attendance until the- culmination of the present

j“' ‘ 8. ‘

school year.‘i

Students may apply to enrol in the;Trades and Services’program at

times other ‘than the- spring registration. Arrangebents should be

. ‘made: between the. student.'s last ‘school and the appropriate.Tradeés

NED/mtb

Feb. 12/79

‘and: Services school., Students are most easily accommodated: at the
time of rotation through vocational -exploration. courses.i Students
Sonew’ to the Edmontqn Public ‘School gystem who have. attended a
*Qprogram comparable to the Trades and Services program 4in another.
'jurisdiction -should make application directly to the Trades and
'*Services éentre closest to their residence. . B

n”A number of applicants from outside of Edmonton ‘may be ‘ :
':}accommodated in the Trades and Services program after ‘May 31."
ﬂApplications by non—resident students to the Trades and’ Services

program should be ‘sent to the Director School Operations by May
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11.

12.

13,

14.
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INTERVIEW QUESTIONS

In what vocation are you? -(Student's response is designated
"X".) 1If a class of mixed vocatiohal students was going to read
an article about ''X", who would find it easier to understand, "X"
students or the other students? Why? o .

Suppose you ‘were going to read a whole book on "X", e.g. "X" |
parts book, what would you read firat? Then what else’ Why?
How would that help? ‘

If you had to read an "X" article in a’ very short time dka ould *
you do to-get the main idea?

Suppose you were going to retell a story that you read, to
someone else, what would you try to tell them?

When yoaare reading "X" and you come to a word you don't know,

- what would you do? Why7 Do you ever-do anything else? Why?

What. fave you been told to do? Dees that work?

" When you are reading ?X“ and you come to a sentence that you

don't understand what would yow do? Do you ever do anything
else? wny? What have you been told to do? Does that. help?

«If you were teaching someone how to read “how would you. do it?

what would you tell them to do?

“1s reading silently (to yourself) the same as reading orally (out

loud)? Do you see any differences? ‘What is the same and what is
different? Why? ‘

What makes eoneone,areaily'gOOd reader? &hy? To you know
someone who.is a really good reader? - :
Do you,like‘re read?.YWhat do yeu like-to read? Why?

Do you.think you‘are“a'gOOd,reader?' Why? : b
What could you do to become a:netter reader?

Why do people read?

Why do you read? What is reading? orﬁ\ﬁbat is it to read?



