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L . ~ ABSTRACT

‘

This study, which was primarily expiorative in .
intent and dqsign. attempted to identify the trgite and
chay%ctéristics of chi%dren what showed a very high interest

"in feading. Ultimately, the identification of such traits
f‘- may le;d'to an qndersténding of the factors of readiﬁg
‘ ﬁotivation. and.thus.xemedial techniques fo} the noninterested
- -(and often disabled) reader may be postulated. |
o Children who displayed a great propensity £oward much
o reading activity were assumed to be highly motivatéd to read.
Six of these "avid" readers from Edmonton were used in a
;{lot study which culmi ‘ted in a main study consisting of
%30 avid readers in gpédes o, four, and six from Leduc. )
These 36 children wene given a lengthy series of
P assessments which included: personality (self-céncept.
 } "anxiety. and attitude), achievement motivation, créativityt

intelligence; and additionally, other information was

gathered from teachers, parents, and classmates.

~ -

» From the wealth of data collected, several pdttérns

» of motivated readers were proposed, based uﬁon the factors
“which eventually seemed the most relevant in deséribing avid
v readers: intelligence, social relations, creativity, serf-
concept, family relations, achievement, and anxiety.
The prevalence of left—hénded subjects, the impor-
tance of -the family interrelationships, ahd the significance
of a positive and shccessfui initial enéounter with feading

activitges at the preschool and grade one age were some

- 14
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important findings related to reading mot&vatioh.' SuédestiOns
are proposged at the conclu310n of the study for encoura61n5
the development of mot1vat;on to read in children. |

The resul ts of the Study lndlcated th?L there is no
one pn’tern of motlvqted redderq. and equally 1mportant. shat
even children of dlsadvantaged backgrounds may have the

potential for bhecoming motiveted toward reading activities.
. . \\.‘i .
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CHAPTER 1

t

THE PROBLEM ~
1. INTRODUCTION

Research and therapy in the field of reading pro-
blems of children have grown immensel& in‘recgnt years.
Educators are beset with a mul titude of remedial technlqyes
to “mellorate the ‘reading defitiencies of poor readgrs, and
programs to benpflt the poor reader are established commonly
in contemporary classrooms and clinics. Very ofsen a sug-~
gegylon is made in reading assessment reports to motlvate
or interest the poor reader by presenting exc1t1ng (as
opposed to routine) materials and activities, by 1nducing
Ba pleasant arid cheerful ttiitude (not tedious or solémn).w
and by developing through positive measures the self-con- -
-cept of the poor reader. '

If the disabled reader is motivated to engage in

these remedial techniqges, he wi a better readér for
it.; But if he refuses or ig ﬁot 1 clined to even attempt
such activities, no amount of caioling, coercing, pleading,
or tgreatening will induce him "0 -par-icipate. In the_mind
of the child, "You cannot make ma iy - don't want tol" 1In-
deed, this is true. If the child « s not want to read,

if he is not intérested in reading, if his interests lie
elsewhere, then much time anﬁ eneréy have been wasteg in

r

planning that program.



On the other hand, however, if that child is highly
motivated to attenmpt these remedialvactivities, then the
program will likely be very béneficia; for him.

Poor readers very often display a lack of interest
in reading. They do not cherish the failures and unsuccess-
ful ac%ivities they encounter. Vatcher (19%0) and others
since have outlined the stiudres which focus on the relation-
ship between personality "maladjustment" and reading die-
abilities. That this/relationship'exists is not questioned.

Affémpts to remedy the situation of the disabled
reader fall largely into two areas -- changlng the reading
activities, and fostering the devéIOpment of the reader's
self—concept. Once the reader achieves success he begins
to feel better about himself and about his ability to read.
Tﬁe pattern to develop. the disabled reader's interest in
reading is.first to expose him to activities with which he
can readil&.succeed.

——" One area in reading that lacks research ié the
motiv;tion of readers, for surely if a disabled réader were
motivated to read, he would have a much better Qhance to
suc eecd at a remedial program than if he were not so
motivated. |

Since it has been the ca?p that the eﬁphasis in'
reading® research has been Qﬁ/yeaﬁing deficiencies, a paucity
of information on caﬁable. ;éil-motivated readers has re-
sulted. A qlassrobm teacher who is faced with the question

of how to motivate the uninterested readers will find little

L}



consolation in literature which focuses on the depreciating
qualitieé of inferior readers. What little.resources there
are concerning developing a reading interest are largely

suggestive, rather than experimental, and often deal with
(Vs : ’

means of altering classroom activities (fpr xample, see
Flanigan, 19723 Gilmore, 1974), rather than attempting to

foster a motivational growth within the child.

-

‘' Little is currently known about reading motivation.
o

It has been a factor in reading problems, but it has not been -
(to this writer's awareness) objectively assessed. In parti-
‘cular, there is a lack of research in identifying the

motivational characteristics of readers, especially the

ardent readers. '

The problem of motivating the disabied'reader still
remqins. and the answer may be found, in part, by examiﬁing
the readers whé display the motivation that disabled réaders
lack. ;Such readers who display this motivation in abundance
-are the avid réaders.

In the classroom there are iné?itably some- students
who are regarded by~the.teachér‘as good readers. There may
also be found in the same classroom students identifiable as
voracious readers, who consume much more reading ma?erial than
their peers. The compet:ent,~ achieving reader is not necessari/
ily tﬁe one who reads extensively. The prolific reader is B
often assumed to have some traits different to those of the
indolent reader. What often charécterizes the voracious

reader. is a trait often labelled “high motivatidn". i.e., an

intrinsic interest in rea.ing.



If nvfd. vuracioun. ferven! readers engage 1n
rﬁaéing activities tuy a great extent, then they Burely
must be moved or motivatgd to do so. What this motivation
consists of and why these (and not other) children should
possess it are not known. The chéracteristics éccompénying
reading avidness may be immutable, or they may be teachable.
There may be several types or patterns of av1d readers. .

As Stott (1973, p.382) stated, ". . . the largest
variabie in cognitive function (for example, learning to
read) is not . . . wheéhef»a problem is solved correctly,

as whether it is attempted.” This study is an endeavor to

identify the motlvatlonal vharacterlstlcs and traits associ-
ated with reading avidness of children who- demonstrate clear—
ly a strong desire to read. For it is in the obviously avid
readers that one will find factors whiéh are correlated with
reading motivation.

The identification of traits which are associated
with reading motivation may suggest remediél procedures to
be implemented .to develop motivation in chfidren lacking

" this trait.

1I. STATEMENT OF THE PROBLEM

Poor teaders do not always do well in remeaial
assistance because of tbeir lack of interest, or "poor
motivétion". I1f they were given or taught or allowed-to

develop traits associated with high reading motivation, their
& ;

[P 7 S



.
chances’ to benefit from remedlal programs would be much
improved. The problem seems to be a lack of 1nformat10n

on what this "high motivation to read” entails. "

Little is known about the prelific reader. Why do
children engage in much reading behavior? What.are the
affective and cognitive attributes of voracious readers?

Are factors of pergQQality. creativity, intelligence, and
achievement related to this motivation to read? Is there
more than just one type of avid reader, and if so, what are”
the characteristic patterns of different avid readers?

‘

In short, are there definable motivational attri-

butes which characterize the avid readers, and can these

.characterietics be of any use for the disadvantaged reader?

.

III¢ RESEARCH QUESTIONS

+

What“are the affective and eognitive,attributee'of
voracious readers? "What is the reading ability of avid
readers in terms of achievement levels? What are the per-
‘sonallty and creative characteristics of av1d readers? Are
avid readers intellectually superlor to nonavid readers?
What are the social tralts of avid readers? Are such fac-
tors as interests, attitudes, behav1oral patterns. and ;
famlly background important in describing avid readers? If
these traits are related tq readi motivation, how do they
combine in describing specific and general patterns of

: motlvatlon to read? ~What dlstlngu1shes av1d readers per se?

s



IV.  DEFINITIONS

The terms "reaqing motivatioﬁ" and 5motivation to
jread" are used 1nterchangeably in thle study, and refer to
a desire to undertake reading behav1oﬂ of books. maga21nes,
Journals, and other printed materials,
E Avid readers are described asg t,ose readers who
exhibit much reading activity. . )

{ Abbrev1at10nq used in this study 1nclude the fol-

lowing:. <CPQ for the Children's Personallév Questlonnalre

(Porter, Schale. .and Cattell, 1965). CTP for the- Callfornla

Test of. Personallty (Thorpe, Clarke and Tiegs, 1953), SMAT

for the School Motivation Analysis Test (Sweney and Cattell,

.ai?é), WISC for the Wevhsler Intell;gence Scale for Children

(Wechsler, 1949), TAT for the Thematlc Apperception Test

(Murray, 1943), ana SEI for Coopersmlth's (1967), self-

Esteem Inventory.

V. OUTLINE OF THE STUﬁY

t

»

This study 1s ba51cally exploratlve and descriptive
in intent and de51gn. Inferences are made concernlng readv
ing‘motivation which will be examined in depth through a
series of assessment instruments. Finally, a theoretlcal

structure will be proposed concernlng the patterns of traits

of av1d ré&aders. * ‘?
The focus of this study is upon children of .elemen-

tary school age who clearly exhibit behavior suggestive of



reading avidness. The concern is not ‘with COmpeteht, cap-
able hlgh achieving readers, but w1th readers of any ablllty !
level who display a keenness to read. The competent reader
may not necessarily possess any motivatioqal trai%s to read.
\ - Wanting to learn how to read, and wanting to keep
on- readlng once one, knows how to read may involve two dl%-
ferent types of motiVatlons. Therefore,: this study will
focus on children who have already learned to read, and not

P

on the beginning reader.

In addition to a pilot study using six students, ’
this study comprises an in- depth assessment of thlrty av1d
readers. Teachers 1n grades two.\four, and six in several
local elementary schools were asked to sqult names of
students who they thought were avid readers (1n the sense
of engaging in much reading activities). Verlflcatldn was
sought from:the school® librarian. Eventually a totalof
36 students (6 from the pilotustudy and 30 from the msin
i’study) were sclected as being avidbreaders. These students
underwent a thorough battery of test instruments including
personallty, attltude, creat1v1ty, intelligence, and be~
. havioral assessment. Informatlon was also sought from the
_peersg, teachers,land parents of these avid readers, usually
in the form of questionnaires. In this manner a wealth of
data was gathered concerning p . 'le correlates of reading
"avidness in these children.

de types of patterns wi.. . depicfed -- those of

the motivational characteristics witi inc viduals, and



those between £roups of individuals baged on sex, grade,

and so forth.
VI. SIGNIFICANCE OF THE STUDY

There is currently littie research available con-
cerning the motivational Characte}istics of readers. Mahy
assumption; are often made abth what motivateg children %o
read, with g resulting emphas{s on reading preferences and
activities, ' but a de-emphasis upon the inherent motivation-
al and personal qualities of the individual. Often charac-
teristics are attributed‘to avid readers that may not be
univepsal, such as that of superior-.achievement. Remedial
teachers are instructed in cognitive gkills development, and
affective or motivational development ié frequenéiy givén
secondary importance. v -

A deliqﬁation éf reading motivation will have
significance not oﬁly tokthose who are attempting to remedi-
até poor réaders,,but*also to those who are concerned with

realizing a potential to becohe more interested readers in

seemingly "turned ofrf" (unmotivated) readers.

i



CHAPTER I1I

REVIEW OF RELATED LITERATURE

This study is concerned with identifying and
describing the characteristies of avid readers. What is
it thdt makes voracious feadg?s read? Are there spécific
traits unique to avid reade;;\%hat relate to a theory of

~motivation to read? :

Specifically, the elaboration of the characteristics
of avygﬁfeaders hasvbeen hitherto undocumented as fgr as

_ this writer is aware There is much research on the traits
of good (able) as compared with poor (disabled) readers.“of
gifted with retérded‘readers, of well-adjusted with malad- \
justed readers, of high-intelligent readers with low-intelli-
genf readers; as well as other studies involving combina-
tions of lachievement, intellec%ual. social, and peféonality
factors. These types of studies have parﬁigulgrly been *
ugseful in isolating the differences between the competent-:
regder and the disabled readera but notvbetwee'n the highly-
mQtivatéd reader and the unmotivated reader.

This chapter first examines literature concerning
human motivation and how‘this:mbtivation may be applicabie
in elaborating the motivation to read. The reievahcy of

| some theories of motivétion in expléihing reading motivation

is also discussed. Secondly other studies that might in-

dicate possible related factors of reading motivation are

reviewed.

i .
o R 3 s o b 2 g o oy e
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i I. MOTIVATION

In;this‘section three current theories of motiva-

i

- tion are presented, and discussed with respect to their

N

- adequacy in explaining readiné motivation."
! Children who read‘great amounts of material have at
least one thlng in common -- they are obviously motivated to
read. Thls motivation may be extr1n81c. as in some gource
of pleasure removed from the student, eg., classroom reading
charts and prizes for students reading the most books; or
intrinsic, as in reading solely for pleasure, eg., comic
books. This motiva?ion may be mostly cognitive, as in
Astudying from high-school text books; or mostly affective,
as in ékimming through pornographic “"literature®. It would
appear that what is labelled the “mgtivatién to read". can
cross several domains. 1
Motivation, the "why of behavlor. connotes differ-
ent meanings to different people (Haber, 1966). but at
least two elements of a motlvated begavior (as compared
with a reflex or blologlcally—orlented behav1or) are common

\
to descriptions of motlvatlon. There is dn erlergy, an

- 1

impulse. a drive, a force,.a power, a%d other such tefmé.
which is being mobilizéd; and there ié\a direction, goél.
or destlnatlon for that energy 'Inwtefms of avid readers,
the drlve is the activity of reading. and in these readers
this drlve is hlgh -~ they are volaanous\readers. Tﬁe
1mmed1ate goal is a book, magaz1ne. pamphlet. chart, and a

"

*
host of other prlnted materlals. \

\

te
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Peaple differ in the types and strbngths of motiva-

tions, and this is, 6 shown largely in personality dispositions

(Htlgard andTAtkinson, 1967). Even in a restricted group where

everyone seemingly has a strong desire and a common goal, the

motives (i.e., whatever arouses the activity or energy) may

differ (Ibid.; p-118). Thus avid feaders will differ on the

aspect ' of motives -- the reasons for engaging in reading acti-

-

vities. The motives, too are debatable. Does one read for
pleas&re. for ﬁeer recognition, or withdrawal, or knowledge,
or many other possibilifies? .Sometimes conflic;}ng ﬁotives
result in a behavior that, taken by itself, dges‘not accur-
ately portray ®he student's motive (p.‘lbl); and so-for avid
readers the motive to avoid contact with fhe parents, for
example,:may be stronger than the motive to acquire know- -~ e
ledge through reading. Yet in other cases the motive_to.
gain peer recognifion through a classfoom reading‘khart may
bé stronger than reading solely for pleasu;e. In each of
these cases the visible behavior is the same, but the

\

underlying causes or motlves differ vastly.

- Hilgard and Atkinson (1967) continue by claiming

that it is impossible then #o infer a motive directly from

behavior (p. 141). The simplest way to reveal a person's

motives is to ask him why he is doing something, but he

‘may not know why, and if he does he may not be inclined to

answer honestly. Indeed, the question "Why do you like to

read books?" was asked to the avid readers chosen for this

research, and some truly personal motives were suggested.

Pl

>

11
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There are at least three theories which are rele-

vant to examining the motives of avid readers.,

+A. Behavior Theory

A basic premlse of behav1or fﬁeory is that a person
will tend to reproduce a behavior if that behavior or its . .
consequences are pleaaurable to him. For example, a'pre;
school child who gets great personql enjoyment and parental
attention from reading‘a Dr. Seuss book will tend to read
another Dr. Seuss book. That tendency will be helghtened ‘
f the chlld gets chocolate bars and ice cream after every
book he reads.

Havighurst (196&) p01nts out that the motivation to
learn is seldom viewed as a general motavatlon to learn, but
usually is directed at a specific area of learning, and in

N

terms of readlng motlvatlon one could argue that a person 18

’ Mdlrected toward a spec1f1c area of reading, elther in terms

of a pleasure-seeking versus information-acquiring dichotomy,
or in terms of specific types of‘reading materials such as

science fiction, ahimal stories, and sports stories to name

¥
¢

2 few.

Avid readers may be considered to have been system-
atically, and in some cases.haphazardly, re1nforced"°
reWarded w1th pleasurable stimuli because of thelr involve-
ment w1th reading. Rogers (1966), for ample, through a
qerles of rewards was able to improve the readlng scores

of grades 4 5, and 6 boys. Here he reinforced the boys'

12 -
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motives of tryipg to shrpase fheir previous reading scores.
But the important point'he makes.is that it is poseible and
deairable~to.reinforce ihe motivation (the urge to attempt)
rath;} than merely the performance. 'Tdezefore. avid readers
may not necessarlly be good, comp;tent readers; they may
.be poor—ach1ev1ng readers because of lack of ability per- -
haps, but because their urge to engage in reading has been
relnforced. they tend to reproduce that urge agaln.;}’

o Brophy (1972) realized the importance of motivation
whqu is internally or self~init1ated Y- this type of
motlvatlon being preferred to motivatlon externally-oriented.
In facilltatlng thlg internal motivation reinforcement is
usefuly; but of equal importance is imitation (Brophy. 1972,

“

k‘Havighurst. 1%?9)' Peogle set examples Tor_children. and :
children reproduce the,parept's or teacher5s'behaviors.

Models may give rewards thereﬁy-strengthening their power

as modeie. A parent who reads a great deal will likely tend
to have av1d ~reading children. JIf that parent also en- \
courages, praises, and rewards his children for reading)

then their tendency to read is incresased.

Teachers could become very useful models for child-
ren in fostering a motivation to learn according tO.APOphy
(1972), and he offered some Buggestions to this‘end.
Furthermore, MacMillan (1972) focused on the teacher's
ability to deal with the affective deficiencies in motiva-
tion of mentally re%arded childrenf Other researchers

such as Lipe and Jung (1971) dealt with the environmental

-4



nmntinﬁcncibh father th;n thg personal inadequacies in
facili¥ating motivation to igarn.' They saw a weakness in
learnlnp'aq n01nr in the system, not in the‘perqon;'and s0
they would res tructure the env1ronment to engourage 1earn-
inF.  Mentally rptnrded chlldren. for example, have become
too deppndoxt on onv1ronmental cues rather than on their
dbll]tv 1nd thuq their motivation to learn is diminished
(MNacMillan, 4971), Lipe and Jung (1971) saw the following

ar different reinforcing strategiess material incentives

(food, crayons), social incentives (praise, pressure),

knowl@!qe of reswlts, secondary reinforcement (money. marks),

’ 1]
modelling, and aversive incentives (disapproval , spanking).

The voracious reader may have been conditioned through any
combination of the above techniques.

Once behavior theory techniques are mastered, they
can be used extremely effectively in arousing a student S
behavior toward reading, Harris (1970) and Noland and
Craft (1976) suggested varidus strategié; in encouragir -

¢hildren to read, but foremost among these strategies is

" that of the caring, love, and understanding that parents

N

and teachers display toward the child. The amouﬁf of
A 3
affection shown to thé child would therefore seem to be a

vital element in reading avidness.

B. Cognitive Theory

[

The cognitive theory is concerned with information
processing and decision-making. An individual is motivated

according to his cognitions (thoughts) (Hilgard and

14



Atkinson, 1967). He becomes involved in a task{ he esti-
mates his own level of achievement, éets his goals, re-
assesses his strategies (ggig.,'p. 151)f much like é‘p;o-
Frammed system. Thisg theofy 1s mentioned only brieflyt
here n% it relates very closely to the ﬁéxt type of mdtivn—

tlon. \ &

'C. Unconscious Motives Theory

This theory has 1ts roots in behav1oral phllo<0phy,
and was expounded by McClelland Atklnson, Clark, and
Lowell (1953). Since the publication of -their book The

Achievement Motive, many writers have édded'substance to

their ipltinl research. McClelland et al stated that all’
motives® are learncd (Lgli., p. 275), developing from re-
peted ﬁffectlvn experiences connected with certain situ-
o tions (mﬁch i éhe Same way that one seeks Qealth because
of the proverties a; “Oclated with financial qucceqq) Thé
‘vhild has 1 learned motive to strive to perform “certain
3tnnkr well by himcelf aOLOlenL to some qtandaed of
czcellence, i. e., the achlovement motlve (n Ach)
‘The assumption made is that if there-is » strong’
“ 7 or motivational disposition toward achlevement,
then it’will be revealed in fantasy without the student

being aware that he is telling things about himself

, (Hilgard and Atkinson, l967)r4hence; the unconscipus

‘motives are subtly revealed. McClelland®(1962) proposed

that metivation is best measured in fantasy because it is

f
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a sound, acceptable, and useful technique. = -

. LN : ’ 16

partially independent of perception and learning; .and it is

‘ N
The technique most often used to uncover these un-

"conscious motives is through story-telling using the

Thematic Apperceptiog Test or TAT (Murray, 1943).

This technique has been used by Argyle and Robinson
(1966), Crandall, Katkovsky, and Preston (1962), C. P. Smith
(1569b),and Stiles (1965). Other writers have enployed
more objecﬁiVe—projective tests of motivation to,éucceed,
such as children chosing paired picturés of imaginary
characters (Adkins and Ballif, 1972), or a questionnaire

format (Hermans, 1970).

Cofer (1972) was critical of the projective meéhod

of revealing achievement motivation. He claimed that the
types of p}ctures_used may‘elicit more or fewer achieverent
themes from people dependigg on the amount of aéhiéwémentr

cué;‘dn the pictures. He further stated that the need for

achievément seores change in many people for no appérent

reason. Finally, the fantasy-based Agasures do not relate

~very well to -uestionnaire procedures. This would seem to.

cuggest that the Eég'and related projective techniques do
not have consistent reliability (Smith, 1969b) and validity
fof assessing needs and motives to iearn. '
Afternconsiderable exploration, it was decided to
abandpnvthe~formidablé route set by McClelland et g; (1953)
in¥a5certaining the achievement motive. The use ofAthe

projective technique was doubtful in light of Cofer's (1972)



\ comments, and the use of the ‘TA'T or other cards would have

A

: ' !
given only a very small amount of speculation at a great

time expense.

It was also decided to depart from the viewpoint of
seeing reéding avidness as a need for achievement. Refer-
ring to McClelland's et al (1953) comment that the'aChieve-
ment motive is a need to perform a certain task well, (viz.,
a standard of excellence), by himseif. then avid readers

would probably express this need to become accomplished

- readers in story-telling situations. Granted that if this

need were indeed expressed, it would give little information
other than saying that thif particular student shows a high

need for achievement which is manifested in reading avidness.

'Furthermore, it is not all tod clear what are the "standards

of -excellence" or FBefformance tasks" set by the avid readérs;

In many cases once certain levels of competence are achieved,
there is little interest in improving these skills beyond
that functionél level (Moss, 1969). This would seem to be
true with avid readers. In a competitivé classroom this
would be evident -- a child competes with others, or with
his own past performance. in reading more, material than any-
Pne else. But the need for achievement tﬁeory would do
little to establish differencgs and patterns among avid
readers, which is the purpose of this study.

| There have, however, been several very useful

techniques used by the "unconscious motivesg" theorists

that are relevant to this study.

17
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. Achievement motivation is sometimes viewed‘as dis-
tinct from performance, and formulas are concocted to
show this.motivation using the strength of a motive, the
expectancy of success& incentives, and performance. 1In
other words, a high motivation to learn or to read does
not necessarlly mean that the person will have a good
performance in ﬂearnlng or in reading. It is conce&vable
that in a classroom there would be chlldren who are -
hlghly motivated to read, but do not dlsplay thls motivation
because of other factors. such as 1nab111ty. other higher
motlvatlons. and §;tuat10ns variables (for example. if
there were no books in the home. or ;o time to read).

Schell, Veroff, and Schell (1967) predic%ed that
there should be a positiVe'relationship between achieve—
ment motivation and performarce. Past performance certainly.
- 1s important to a chlld 1n se%tlng his expectan01es. and it
would be useful therefore‘to consider the performance of
avid readers in reading achievement. Although Schell et‘f'
al (1967) found that a very high classroom readlng group
showed much more achievement motivation than a very low
classroom reading group, it remains to be seen if levels ,
of performance distinguish between hlgh and low readlng
motivation groups.

Some children seem to be more motlvated by pleasure
in success, and others by fear of failure (Hllgard and

o

Atkinson, 1967). This fear is often expressed in anxiety,



‘ -
particulariy anxiety toward being evaluated in test situa-
~tions. It must be kepp in mind ‘that when good achievement
is the motive, failure to do so results in many negative )
effects; but when reading a great deal is the goal, failure
to reach this does mot result in any significant negative

effects.

The Test Anxiety Scale for Children (Sarason,

Davidson, Lighthall, Waite, and Ruebush, 1960) has besn
used byICrandall et al (1962) and C. P. Smith (1969b), and
in this study con31deratlon will also be glven to assessing
the test anxiety of av1d readers through Sarason's et al
(1960) anxiety scale. - ) A
,' Stiles (1965) stated that little ig ﬂnown of what
motivates the grade one child to learn to read, and perhaps
fear of dlsapproval from parents -and teachers is one answer.
But in avid readers ﬂoes that fear lessen or grow? Stiles
added that the attltude of beginning readers alsO'plays
an important roletin‘their learning to read, and;so the
impressions and attitudes of avid readefs towardvreadihg
would seem to be a worthwhile. evaluatlon. *
Parental attltudes were 1mportant in fostezlng

achievement motivation 'in children accordlng to Argyle and

Robinson (1962) and C. P. Smith (1969b). C. P. Smith (1969b)

considered that the parent's own self-concept was crucial;inb

|

establishing achlevement motivation in their children.
Thus far the literature on achlevement motlvatlon

seems .to point out several areas that might be explored in

3 ?
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describing avid readerss anxiety, reading interest and
attitudes, teacher and parent attltudes. and self—concept.

Thebe areas will be “examined further in the next section.

'
II. OTHER STUDIES CONCERNING POSSIBLE TRAITS OF

AVID READERS

‘As mentioned in the previous chapter, fhe character-
istics qf avid‘readers cannot be gleaned from literature
about competenf readers dr‘well—adjusted readers. Neither
of these descriptions can be totally typlcal of avid readers.
Avid readers may not necessarlly be competent readers and

i
|

competent readers may‘not necessarily possess a keen desire ’
(motivation) to read. Nevertheless, it is necessary to
review Qhat testing iestruments have been used in assessing
readers, iﬁ order that some justification can be given to a
wige selection of tests tb'assess avid readers.

Ae ereviously efated, research seems to emphasize
-two features of the development of readlng -- achlevement
and personality. Both of these areas have extremes of
desirable and undesirable traits. What is often found is

a high correlatlon between reading achlevement and person-
ality adJustment (Norman and Daley, 1959; Vatcher. 1670;
.and Zimmerman and Allebrand, 1965; to name a few among .
Hmany studies). Usually some indei of reading‘achievement

such as standardized reading tes% scores is compared to

some personality variable obtained on a standardized

personality test.



A. Achievement

It is common to find some indication of achievement
levels of subjects uéed in reading research, and this assess-

ment of achievement level includes many varieties of achieve-
hd .

ment tests. The achievement levels.of competent and of well-

adjusted readers has been well documented, but the achieve-
ment levels of avid readers (not only in feading, but in
other academic subjects) remains uncertain. Therefore. the
inclusion of some means of ascertaining the achievement
levels of avid‘readers would seem to be of prime importance'

in this study. )

B. Intelligence

' To merely review the mountain of information on
| reading ability.and intellectual factors would be pro-
hibitive. - o ™

The i;tellectﬁal capabilities of evid readers wouldv
.qffer much insight into possible correletional factors.
It is unclear, for example, whether avid readers are
intellectually glfted and thus have a propen51ty tOWard
seeking cognitive stimulation, or whether they lack such
intellectual skill and'thus seek more‘ieisure activities.
Also, the effecte that much reading‘activity would have on
the specific intellectual functions commonly assessed by

intelligence tests remains debatable

. The Wechsler Intelllgence Scale for Chlldren (WISC)

(Wechsler, 1949) is more commonly used than other intelli-

gence tests for individual assessments. The reliability

>
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coefficients, computed by the corrected split-half technique,
are reported in the WISC manual as follows: for Verbal
Scores -- .88 forrage‘7§, .96 for age 10%, and~.96 for age
13&; for Performance Scores -~ .86 for age 7%, .89 for age
10%, and .90 for age 13%: and for Full Scale Scores --

.92 for age 7%, .95 for age 10%, and .94 for age 13%. No

validity figures are quoted in the manual, but correlations

of .80 and better with the Stanford-Binet are reported by

0. Buros in The Mental Meagsurements Yearbook. )

| Recently Bell,‘Lewis. and“Anderson (1972); Levine
and Fuller (1972); and Rugel (1974) have‘used the WISC in
| assessing the intellectual correlates of reading deficits.
Poor readers usually do better tnan normal readers on
spatial tasks, i{e;;<manipulative tasks involving placement
of objects in proper spatial felatipnships. Searls (19?5)
sums much of the research pertaining to the WISC. The
assessment of the intellectual potential of avid readers
would seem to be imperative for this study, and the WISC
offers suff1c1ent Teliability, validity, and precedent to
be considered as a sound testing inetrument for the present
research.

C. Creativity -

The role that creat1v1ty would have in acting as a
possible ‘cause of readlng motivation might be a meager one.
Conversely. the.creativentalents of children might change

as a result of much reading.
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One effect that much readiﬂg activity might have on
children is to cultivate their creative thinking.  The
creativity tests by Torrance (1966) are widely used in the
assessment of creativity, and seem to be expedient in ad-
ministration, v

| Rellablllty of the scorlng procedures of the

Jbrrance Tests of Creat1v1tv is discussed elsewhere in this

research. A number of test-retest rellablllty studies
mentioned by Torrance have yielded reasonasbly high reliability
coefficients: from .79 to 93 for Verbal Fluency, .61 to .84.
for Verbal Flexibility. «73 to .88 for Verbal Orlglnallty.

«50 to .80 for Flgural Fluency. .63 to .73 for Figural
Flexibility, .60 to 85 for Figural® Originality, and 71 to
.83 for Flgural Elaboratlon. These coefficients were
obtained using children in grades four to s5ix, and thus

may vary for older or younger students.

s case for the valldlty of hlB test in assessing creat1v1ty.
Although Buros reports that the predictive valldlty is
questlonable. construct and concurrent validity are suf-
ficient to suggest that the test does measure. behav1ors
conslstent with the literature on creative behav1or.
Creativity can be approached in many ways, and the

Torrance Tests of Creat1v1tv may be assumed to fairly

cons1stently measure one type of creatlve abllity in av1d
readers, based upon the reliability andg valldlty evidence .

offered by Torrance and others.
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D. ‘Motivational Preferences

\
o A8 mentioned earlier, current theories of motlvatlon
\

emphasize achievement motivation, but this emphasis is not

necessarily practical in examining reading motivation.
Objective measﬁree sueh as those used by Cole (1974), can
'1ndlcate to what extent children would prefer certain .
act1v1t1es over other act1v1t1es.

| If chlldren areg glven a ch01ce of activities to
follow, their ch01ces reflect thelr 1nterests. values. and
motivations. Chlldren who regularly chooee to read over
‘other activities exhlblt a strong value toward and motiva-
tion in reading. V. Crandall (1969) attempted to- dlscoverh
the tendency %ugng chlldren to choose academic- ~-related
activities over social and sensual goals. Although she
offered no evidence to support the rellablllty and valldlty
of her 1nstrument on a surface examination, i.e., face -
) valldlty,_ir would. appear that children's motivations to-
ward academic aehievement mightrreadily be'revealed by her
questionnaire. It remains ro be seen the extent to which
avid readers mlght choose academlc act1v1ties. and to what

degree an academlc motivation influences a motlvatlon to -

read.

Bell et al (19?2) used the School Motivation
Analv81s Test (SMAT) developed by Sweney and Cattell (1966)

1n attempting to dlSCOVer some motivational factors of
retarded readers. Children were asked to choose whether

or not they would 1ike to engage,in a particular activity.

24
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?heir preferences would once again illustrate their moti-
vations toward school activities, growth, sex, humor, |
aggression, and so forth. Althdﬁgh they focused on glow
readers, the SMAT may be a very useful objectivé instru-
ment ‘for ascertaining the different motivations of avid
readers. The SMAT is baséd on R. B. ‘Cattell's factor
analysis apbroach, and although Swgney and Cattell presept
impressive data concerning thre ”1oadiﬁg” of.factors of
motivation; fhey do not formally pr;éeﬁt any digcernible
evidence of reliability and validity. : ' .

-

In Splte of the 1ack of such ev1dence. 1t was
declded for four reasons to use the SMAT to attempt to
1sola¢e-types of motivations that may be occurring in
david\readers -- first, bgbause there wére no other
published’ obJectlve motivation tests known to this writer;
second, the *MAQ logically and reasonably could be con-
sidered as a typical testing instrument (its construction
was not unlike many other tests); third; because of the
eminence of R. B. Cattell it was assumed that research
conducted by him would be of a reputable (if not debatable)
nature; and fpurth, none’ of the testlng instruments alone a .
ﬁas used as a sole criterion for describing avid readers, i
and thus the'§MAI was used in conjunction with obher test
results to derive typologies of avid readers.

- s v \
\

E. Personality and Attitudes |
| - ;

In attempting to seek possible correlates of reading

motivation, the area of personality would seem to offer
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>

gome relevant information. For example, are avid readers

>

. well— or poorly-adjusted? Do they tend to be outgoing

(extroverted) or withdrawn (introverted)? *

When one thinks of avid readets, certain person-
ality stereotypes may come to mind, and these stereo-
types may or may‘nof be indicative pf mogt avid readers.

The areas of self-concept, énxiety. general

personality adjustment, and attitudes toward reading would

seem to be relevant in describing avid readers. How do

avid readers feel about theméelvgs? Are they usually tense

"~

- or relaxed about school? Afe there any common personality

, .
patterns descriptive of avid readers? How positive are

 their attitudes toward reading? 1In these areas the liter-

ature offers a variety of assessment techniques.

Self-concept. Black (1974) using the Piers-ngrig

Children's Self-Concept Scale (The Way I Fe 1 _About stel )

(Piers 'and Harris, 1969) found 51gn1flcant personality

f .

dlfferences.between normal readers and retarded readers

"1n750 elementary children referred to a school clinic.

Matthews (1974), also u51ng the Piers and Harrls (1969)

scale, discovered that girls who were good readers tended

to have_p081t1vg self—concepts. ‘Furthermore, in terms of
oral reading ability, she stated that “children with good
orai reading self—perceptions perform better in‘oralhread-
ing accuracy than children with poor reading self-percep-

tions“(p. 111)." In her study she delineated the person's

26
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self-concept as an oral reader, which could be expanded
to the person 8 self—concept as an avid reader for thls

study.

The Piers and Harris (1969) self-concept scale

<

contains &O'items requiring "yes-ho" responses to state-

A

/ ments describing children. It can be used at the grade

-

three level in group administration, or®at younger grades
on an indiyidual‘basis. Reliability and validity as
reidrted b& Pierevand Harris were sufficiently high to
warrant eOnsideratiOn of this instrument for use in this
researcﬁ. In terms of reliability the spllt -half method
yielded coefficients from .78 to .93, while the test-retest
method (two- and four-month intervals) indicated a coef-
ficient of .77. To ascertain the validity Piers and Harris
compared their-questionnaire to‘other\self-conceﬁt question-
na{Fes resulting in correlation coefficients ranging ‘from
.48~:o .68. They also attempted to shdw Valldlty by the

amount of concurrence between the students self-reports

and the ratings of peers and teachers. but these coef-

ficients were less impressive, averaging in the .40's.

Using 22 trait-descriptive adjectives at the fourth, .

_ d . oo
fifth, and sixth grade levels, Lipsitt (1958) demonstrated.

effective‘dse of his scale in identifying students‘whose
"reported” self-esteem'differed significantly from their
"ideal" self-esteem. Test-retesf reliability coefficiebts
over two weeks ranged from .73 to .91. Piers and Harris

(1969, p. 6) reported a Pearsoh'5¢0duct—moment correlation

27



" of .68 between their scale and Lipsitt's (1958) scale,
which wodld seem to indicate that these two instrumente
medsu. “airly consistently, and because they diff%red iﬁ
congtruction and in the nature of assessing self—céncepts,
they would complement each o-..er in aﬁ assessment of the
self-concepts of avid readers. Lipsitt does not report

any evidence for validity.

A self-concept questionnaire of 50 items used by .

Perkins (1958),suggested that teachers and peers are fairly
! . g

accurate in identifying students' sel f-concepts. He" re-
ported a reliability coefficient of .65, although he does
‘'not specify how it was obtained; and a comparison of the
results of his self-concept questionnaire with those of an
external measure of self-concept (again unspecified)\
produced a meari percentage of Agréement of 70 per' cent,
indicating that his Q-sort was a valid instrument for
studying the sel f-concepts of children in groups.

Although the two self¥concept questionnaires just
cited were not used sbeéifically for reading groups (other
than for elehéﬁtary grades), they would seem to serve a
useful purpbse'iﬁrabpraisihg the self—concepts of gvid

readers.

Th? Self-Esteem Inventory (SEI) by Coopersmith
(1967) was a part of his monumental research on the ante-
cedents of a child's self-concept. His gcale was suitable
for éhilﬁren aged 8 to 10 years (test-retest reliability

for a five-week interval was .88, and for a three-year
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interval was ,70 -- validity was also firmly, but not

statistically, postuluted). Al though EOOpersmith stated
that there was only a weak relationship between self-
concept and academic performance, Simon and Simon (15?5)
“used Coopersmith's §§l'to find significant positive
correlations between self-cgncept and intelligence, and

gself-concept and reading,achievement in children aged 10

o 12 years.. ' ' \

\

From the genéral self-concept scales mentioned
abqve, several items from each were considered\for use in
this study, and will be discussed in the next chaptef.
There is a recognized danger in combining several estab-
lished self-concept questionnaires into one global instru-
ment. Fof example, the reliability’aﬁd validity of the
one totgl questionnaire may not reflecf the reliabilities
and validities of the separate questionnaires. Neverthe-
less, this combining procedure was undertaken’ for sewveral
reasons -- to provide a comprehensive asseésment.of the
réaders' self-concépts and attitudes that each individual
self-conceptgauestionnaire per se did not give -- to give-
.a broad spectrum gf the readers' self-concepts and atti- o
tudes toward famil;. schooi. friends, self-wofth,labilities.
and sovforth -- to pgé%&ally comp;nsate for a ‘weakness. of
self-report inventoriés of not accurately reflecting the
child's true self*cohcept (some children may deliberately

or unintentionally respond favorably rather than realisti-

cally) by presenting a great number of items wherein the
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child's possible tendency to misrepresent his feellngs may
‘be more readily discovered -- and to provide a source of
information which could be used‘ln delineating the char-
acteristiéé of avid readers. 1In ~ther words, the intent
of such. a lengthy self-concept questionnaire was not to
test for significaﬁ%)differences in.self-concepts as it
wés to gather pertinent information cdncerningjthe self-
concepts of avid readers. e

In eésence. the inclusgbn of a self-concept
assessment would be to reveal the feeliﬁgs that avid

readers have about yhemselves. their friends, families,

‘ / ,
school, physical attributes, anxieties, and so fortp.

nxiety. One would expect that avid readers would
be re;axed and easy-going, sinée they do partake in many
leisure activities.: But it could be possible that avid
readers are tense, and seek to find relaxation in reading.
Anxiety might indicate some further traits}bf reading
motivation. . o I .

Quandt (1972)_pointed out that the self-report
nature of most self-concept tests raises doubtskabout their
validity. He felt that some children are not very realis-
‘tic or insightful. and- others may be just simply dishonest
in their responses. Two means of counterbalancing these
deficiencies are tHrough indications of the child's "de-
fensiveness" or tende--y to respond favorably, ahd throuéh
behavioral observations. Subsequently, C. P. Smith (i969b)

employed a measure of defens1veness in hlS study of
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achievement=related motives, but many researchers use the

Test Anxiety Scale for Children (TASC) (Sarason et al, 1960)

as an index of the tendency to avoid failure. This test
would seem to be appropriate in ascertaining the tendency
of avid readers to become defensive toward being evaluated.
and the extent of their anxieties about school. The
authors describe a considerable amount of impressive
evidence fo support the validity of the TASC, and Feld

and Lewis (1969) have also added support to the validity
of the’ EA§_ in their modifications of it.

Slmllarly. the Chlldren s Form of the Manlfest

Anx1etv Scale (CMAS) (Castaneda. McCandless, and Palermo,
1956) would offer an indication of the general anxietyfof
avid readers. The test-retest reliability coefficients of
the CMAS were reported ae .90 for a one-week 1nterva1, and
for a one-month interval as .59 to .91. Based upon obser-
vable anxiety manifestations and'other ahxiety Scales, the
QMQS was also claimed to have éood construct validity.

It would be expected that avid readers will have
high positive self-concepts and low anxiety. These expec-’
tations are generated from the suspicion (since verification
is not yet known to this writer) that avid readers may in-
cline toward the lelsure and recreational purpose of reading
rather than the achievement gains reading may offer. Thus

avid readers may likely be relaxed and not anxious, but this

remains- to be seen.
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The' second means of validating the child's gelf-
concept report is through the observations of parents and
teachers. Children with positiye self-concepts shoud be-
have in positive manners. These observation scales are

discussed later in thisg chapter.

Personality. Avid readers may be comprised of

several personality types, each type displaying unique
traits and characteristies. These differeﬂt personality
groupings may also suggest causal factors of reading
motivation, as in the case of an avld reader who might be
extremely shy and withdrawn. Thus, personality would
appear to be an area relevant_to the study of reading
motivation. : .! "

In terms of general perspnallty adJustment. two ~
tests are ‘mentioned frequently in the literature. The

Children's Personality Questionnaire (CPQ) (Porter,

Schaie, and Cattell, 1965) was used by Prost (1965) to

vassess 40 slow readers aged 8 to 11 years. He found these
"backward” readers to be generally withdrawn, introverted,

and lethargic. Hebert (1971) used'the cPQ and a reading

Achievement test t ertain the personality and achieve-

having no anxiety and no motivation, but the high—achievingA

disabled readers were more anxious.
Subjects of junior high age labelled as retarded

readers scored Blgnlflcantly higher on the "O” Factor s

/
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(i.e.,‘a rough measure of self—esteeh) than did a random ’
sample of good readers from the same school, as reported
by Lawrence (1975). It could be as Coopersmlth (1967)
h;s suggested that these children maintain a favorable
seif-regard in the face of poor acﬁdemic performance.
"Happy as a pig in mud" seems to be descriptive of these
-children. .

Porter et gl (1965) reported three types of \
reliability coefficients of the CPQi the split-half
method give correlations of .30 to .6#;_the parallel forms
method yielded correlations of .32 to .67 whilé the test-
retést method of a two-week interval produced correlationsr
ranéing from .52 to .85. w;th the mean around .%0.' The
| validity was discussed largely in terms of the factorial

analysis of the items,,and’oné form of validity, computed

et bt o

from the coefficients of equivalence, ranged from .56
to .82. - ~
H The second often-used standardized personality test

is. the California Test of Personality (CTP) (Thorpe, Clark

and Tiegs, 1953) The reliability coefficient of the CTP.
using the Bpllt half method, was reported as ranglng from
.918 to .933, while the face va11dity ‘{not prgsented as a
sfatistib). was démonstréted dn’thé‘basis of ‘the care taken
%o construct the test. | _ o
Normén and Daley (1959) used the CTP to cbmparé
superior with inferior grade six male’readersi Aﬁong

other traits, fhe latter group was characterized by



:unstable home environments} frustration. rejection, and
aggression. In finding 81m11ar results. Matlin and
Mendelsohn (1965) added that the well- adJusted and poorly-
adJusted students may perform equally as well, but the
teachers may glve better grades to the better ad justed .
students. Thus they claim that the child's personality
adJustment may not be affecting achievement per se, but
rather the teacher's perceptlons of the child's achieve-
ment; well-adjusted children leave good impressions on
their teachers. |

: Good and poor fourth- and fifth-grade readers were
compared using the CIP in a study by Zlmmerman and Alle-
brand (1965). The good readers presented themselves as
more adjusted than the poor readers in every subtest of
the CTP. The good readers saw themselvesﬂas having feel-
1ngs of belonglng, good school relations. and belng inde-
pendent. The authors concluded that the good reader is
‘more prone to be more adjusted and motlvated by 1ntr1n81c
rewards leading to a pers1stent striv1ng for success than
is the poor reader. |

Holzinger (1967) in using the CTP in grades one

and four concluded that personallty and behavior are very
closely a33001ated with reading achievement to the extent
that a decrease in readlng achlevement g0es hand in hand
with a decrease in pesitive personality traits and desir—
.able behaviors. The causal relationship was in doubt, but

sufficient ev1dence has been gained from thls and other
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studies to demonstrate that improving one's self-egteem
leads to an improvement in‘échievement. and consequently
readihg personnel are often cautioned not to ignore but
rather to foster the development of children's gelf- w
concepts (see Bell, 1945; Bixler, 1945; Quandt, 1972; and
Thayer.'1970| for example). .
| More recently, Aaron and Muench (1974) used the
CTP to single out behaviorally maladjusted teenage boys.
Then, through guided\group discussion centering on stories,
an attempt was made to foster the emotional and intel-
Cd -
lectual understanding of other's feelings. This was
partially accomplished, and a change in some attitudes did
result. Similarly, Greer (1972) encouraged the affective
growth through reading: |
Just as congitive growth may be fostered by
a comprehensive program of experiences designed
to elevate thinking to higher levels, so may
affective potential be developed by a program
rich in a variety of affective experiences sgo
structured as to elicit greater and greater
depth of feeling and to produce an expanding ‘
repertoire of emotions. p. 341 s
It could well be that avid readers strengthen their
- personality adjustment by virtue of the many emotions
they may expériencg in their reading activities.
As self-concept, énxiety. and personality tests of
many sorts have been used in previous studies in_descrﬁbing
readers, it is reasonable to assume that thesé same instru-

ments may be used to describe avid readers. It must always

be kept. in mind that avid readers may not necessarily be

LY S
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gnod readér° and thus any comparison between avid readers

and poor readers igs completely unfounded.

In selectlng the self-concept. anxiety, and person-

tests previously mentioned were used. Their credipllity
as tools °irn research has mostly been established and wher-
ever pos31ble 1nd1cat10ns of rellablllty and valldlty were
stated. .Thosge test 1nstruments that did not include such
substantive 1nformat10n were used cautlously, and always
w1th the purpose of collecting as much relevant information
as possible concerning av1d readers, and not with the
intention of "testing" in the experimental sense. Many
tests are standardized and offer ease in administration
and scoring. A ;;pblnatlon of the several self-concept
_1tests was utilized, and this is dlscussed further in the
next _hapter. ‘

It was felt that since self-concept seemed to B
Such a vital pervadlng force in reading behavior, that"an
ascessment of the‘self-concepts of*avid readers was par-
ticularly important. Great care was therefore taken to
elahorate upon the self—concept\tests already in use. An
examination of the CIP and CPQ showed that different kinds

of 1nformat10n was avallable from each test, and S0 both

werGNQQgsen to be 1ncluded 1n this research. . For the same

reason both of the anx1ety questlonnalres already mentioned

Were also chosen for use. In short. the tests described to

this point are not obscure irrelevant instruments. They
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would seem to offer valuable information in describing avid

-

readers.
A

Attitudes. The affective domain includes one's

1

attitudes and interests, and the research on reading atti-
tudes and interests is ' vast. This study would be incomplete
without some atlempt to describe the interests and attitudes
of avid readers. | ' .
. Two fairly recent attitude questionnaires were ‘
exa%1ned Brookover. Paterson, and Thomas (1962) and-
McClendon (1966) used attitude questionnaires in. descritfng
young readers, and parts of both of their regspective surveys
were chosen for use in this study. These questionnaires
were completed by directly questioning each avid reader.
Documentaﬁion of the reliability and validity of theée two
Surveys was not unde}taken 5y this writer, since no numeri-
cal data from these surveys was subjected to any form of
statistical analysis in this research. Théée attitude
questionnaires were useful for gathering information
concerning the readers' interestsa pastimes, and attitudes
tow;rd reading. plus other subjective 1ns1ghts into the
role that readlmg played in their daily routlne&.

Rowell (1972), 1nqtead of directly questlonlng
readers,* had tea(hars complete a 16-item questlonnalre to
pbrtray the attitudes of their students toward structured
readlng activities, leisure reading, and readlng in the
content areas. der scale was based upon the teacher's

observations of the chlldren 8 behavior; and reading



attitude was thus inferred from the behavior. To establish
reliability. she had four observers also rate 40 students
using her scale. The interrater reiiability coefficients,
based on the product-moment correlations formula, ranged
from .76 to .95, and averaged. .88. Using a similar system
of comparing observer and teacher ratings of 115 students{
she established coefficients of correlation from .52 .to .84
(with a méan of .70) to eubport her'claims for acceptable

validity.

F. Behavior.
requently one's attitudes are exhibited in behavior
pattefns, and in the cage of avid readers,'behavioral obser-
vatfons may be elicited from those who are most exposed td
the avid readers. Teachers, parents, and peers may centrif
bute significant information toward the understandlng of

what moves the child to read.

Teacher Observations and Evaluatiohs. In a fairly
thorough search of the literatufe. Steig (1972) postulated
that one Qery important determinant of a student's self-
concept was the way in which the teacrer v1ewed the student.
Quandt (192?), in cltlng other research, concluded that
self-concepts (and expected behavior) Are based more on
views that people important to the child, i.e., teachers
and parents, appear to have about’him than upon the child's
pfevious Success or failure with the task. The role of the

teacher in develouping a love for reading cannot be overlooked.
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Results of'such teacher questionnaires ae‘that con-
structed by Andrew. Hartwel1. Hutt.‘and Walton (1953) for
describing pupil's adjustment are useful in understanding
the way that others feel about avid readers compared to
the way avid readers feel about themselves. Natchez (1959)
and Holzinger (1967) used’ teacher 8 comments and observa-
'tlons in deriving a clearer picture of the personality
patterns of below-average readers. -

In an in-depth study on achievement mot1Vat10n,

C. P. Smith (1969b) used a 31-item teacher‘questlonnalre
~designed to assess the children's behaviors of dependence—
independence, achievement motivation, and other forms of
claseroomhbehavior. He compared these results to' those

of a similer questionnaire given to the parents of his
subjects. Although he found no significant results between
achievement motivation and teacher ratings of dependence-
independence. his rating scale seemeq, to\be‘a sound.be-
havioral assessment. | : '

Renzulli, Hartman, and Callahan (1971) reported on
a scale developed by Renzulli'and Hartman (1971) for the
‘purposes of identifying 2uperior (gifted, talented) stu-
dents. This scale ig’ very applicable for use in the'
present research "as avid readers seem to be "superior“
in more than in just reading avidness.

.Their scales were designed to reflect teacher

estimates of student's characteristics in the areas of'

learning, motivation, creativity, and leadership. Avid



" readers would seemingly be strong in some of‘these areas,
and so Renzulli and Hartman's (1971) scaleﬂy;s also given
to the teachers of Ehe avid readers to complete. There
were thus three main sources used in deriving questlon—
raires for the teachers: Andrew et él' 1953; C. P. Smith,
1969b; and Renzulli and Hartman, 1971.

1y should be noted here that the technidues used to
determine the teachers', parénts'. and peers' impressions of
the subjects' behaviors and attitudes were not amenable to
~statistical evaluation. In most sources of these gehavioral
questionnaires, reliability and validityﬁsubstantiation were
not detailed, and can only be assumed to be acceptable., At
best claims are made that reflect the conscious and delibef—
éte attempt -to render the items valid. Upon perusing the
nature of the items in these questiJnnaires. : may become
evident that they would seem to assess accurately the opin-
ions of others concerning avid readers if the questions were
answered hénestly. No claims aré made here about tﬁe
reliability and validity qualities of the instruments used
in fhis section. 1In spite of this shortcoming of the lack
of such evidence, these questionnaires were cgnsidered to
be useful tools in supplementing information about avid
readers. The information gained by these questionnaires
was rot used soiely by itse%f in describing avid readers,
but :- her, this information was regarded in conjﬁnétion

with other data collected by authentically reliable and

validated instruments.
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Parent Observations and Evaluations. The role of

# the parents in the development of their children's per-

sonality traits and academic achievement is undeniable.

On the one hand family disorgénization frequently leads

th reading, behav1or. and emotlonal problems at school .

(Wittick, 1964), and on the other hand family stabillty
v wéuld tend to lead toward behavioral and emotional ad-
justment. n |
qupers;ith (1967) concluded that the parents.of
children with a high self-éoncept are concerned and atten-
ti&e toward their childrgp. and_that they allow a con-
siderable freedom within %he egtablished guidelines.
Limits are usualiy well-defined for children having a
positive self-esteem. Coopersmith also concluded that
. children with a high self-regard tend to be independent,
creative, socially likeable, and exhibit leadership
Qualities. He utilized a questionﬁaire for mothers which
reflected their attltudes‘on chlldrearlng practlces. As
hls flndlngo relate to the qualities of high self-esteem
- and not necessarily to good or avid readers. they cannot
be extrapolated to the results of this research.
A parental questionnaire was used by C. P. Smith
(1969b) to compare parental‘attitudes with their children's
anxiety levels, need for achievement, ihtelligence, and

- school achievement; but his-conclusions are centered around

the motivation to achieve success. Sarason et al (1960)

also used a similar questionnaire in trying to discover

L1
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parental attitudes asg feIated_to the development of
children's anxietiesn. .<?

B Pareﬁtsrinfluence their children considerably. They
may act as models, providing rgénforcement and encourage-
ment. They sometimes provide the external pressures that\
motivate their children to read. Are the parents of avid
readers strict or iax? Are they also avid readers them-
selveé? Are they involved with their ohildrén or rémoved
from them? How much do they encourage their children? To
what exfent do they have 'and enforce limits? What are

their attitudes and philosophies on child-rearing? The

answers to these questions and others concerning parental

ot
l é"f =%

attitudes were sought using the parental questionnaires

mentioned above.
" T Sl .
Inter-personal relationships. The lnter-personal

brelafionships of children often add ano'ther perspective to
theif'pefsonality ad justment. Natchesg (1959). H0121nger

(1967). and Glick (1972) employed sociometric ‘techniques in
evaluating the social- emotlonal facto;g of poor readers.

Avyd readerc may relate umsually well or poorly to their
classmates, and some indication of 1nter—persona1 relatlon—
"ships may be advantageous. It may be found, fo? example,

" that some avid readers are socially popular.g&?ile others

are socially unpopular; and their social acceptability may .

< an influencing factor of their reading motivation.
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.
G. Conclusion

In summary and conclusion, there has been no
gpecific reseafch published to this writer's Aawareness
concerﬁing the attributes of avid readers. Many studies
tend to be related to the traits of reading motivation,
particula: iy those studies with trends toward assessing
competent readers or of a need for achievement. The
variety of tests used in related studies lends well to
the nature of this study. The specific content and sel-

ection of these instruments is presented in the next

chapter. \



CHAPTER III

DESIGN AND PROCEDURE

Thirtx— ix children in grades two, four, and six
were used in.ﬁggg study. Six students from southweét
Edmonton (one from grade two, one from‘grade three,.gwo
from grade four, and two from grade six) were initiaily
uged in a pilot study in t;e spring of 1974. Thirty

other students conatituted the bulk of the research. These
students were chosen from Leduc, é community of about 9000
people 25 miles south of Edmonton. .The pilot study was
necessary in order to establish the usefulness and relia-
bility of certain testing instrumenté. and to éreaﬁe a
testing pattern.

Thegé children who were used in the pilot study
were seen individually at either the University of Alberta
fécilities or at their respective schools. They. were
given a series of tests which took about five hours per
stﬁdent to administer. Additional information about these
students was gathered&ffom their classmates (in the ‘form
of a sociogram), their teachers, and their pafents.

Most of the students’' parents:wefe interviewed
individually, while the tgachers were requested to fill

out three guestionnaires about the students.
, _ _

I. PILOT STUDY

R _
The pilc: - ~.? w~as designed to assess the utility

and practicality ¢ :ie testing irstruments. The

Ly



ks

»

principals of three elementary schools in the southwest
gsection of Edmonton were contacted. Mr. Powers at Belgravia.
Mr. Ramsay at Richard Secord, and Mr. Dublanko at McKernan
kindly offered their schools to be used in the pilot

project. 4

A. Pllot Study Sample

It was explained to the ‘teachers at the above schools
that the researchers were interested in students who ap-
;peared to read a great deal. It wasg stressed that the
reading material was not of great importance, and that the
students’ reading abilitiesg and'achievements were inconse-
quential. It waes also mentloneg\that these students should
have shown some regularity in their enthus1asm for readlng
books, i.e., that their interest in readlng books was not
merely an ephemeral fad. s \g
Initially only students in érades two, four, and six
were sought. It was thought that not every grade level need
be assessed, and‘that 1f there were great differences be- |
tween ahy of these grades, it mlght suggest developmental
‘and maturational changes in the chllhren of those ages.
Several teachers of the above schools offered names
of students who they thought were avid readers. The re-
searcher then checked with thesge cooperating teachers to

see if indeed these were the types of students who ex-

hibited much reading interest and activity. .°



Between two g:d six names were usually submitted by
the teachers. If the teacher indicated that a particular
student was a more avid reader than the otner students,
then that student was selected. If the teacher indicated
several names of children thh equal eagerness in readlng.
then only one name was randomly chosen. Then the gtudent
who was chosen was asked if she or he read man& books at
home. - No further questions were asked at this time. If
‘the response was negative, then enothen gtudent from the
teacher's submitted 1list was randomly chosen.

Eventually six students were identified‘as avid
readers -- two- from grade two, two from grade four, and
two - from :grade six. None of the. students was from the

o

same clagsroom.

)

ure

B. Pr
| _etter was sent to the parents of tneSe children,
briefly explaining the nature and purpose of the study and
seeking written consent for the researcher to use their

children in ~the study. ' Written consent was also sought aﬁ

.this time for the Wechsler Intelligence Scale for Child ggn .

\

\

(Wechsler, 19&9) to be given to these students.

None of the parents who were.orlglnally requested
to partioipate refused. Howevpr, the parents of a grade
two student (lalmed that her older sister in grade three»""'

was ‘a much more avid reader. The s1ster,s ~~~~~ tEacher verified



‘hlnder the study in any way, as the tests used at the

grade three level were essentidlly the same as those used
at the grade two and four levels.

The descrlptlon of the testing instruments used in
the pilot study is contai ned later in this chapter. There
were some changes made between some of the tests used in

the pilot study and those used in the main study.

. t
!

C. Changes Made Between Pilot Study and Main Study

The only significant change ‘made to the pilot study

was to the testing 1nstruments. Some tests used in the
pilot study were incorporated’without any changes into the
main study. However, several  tests were modified before-
being esed\in the main study. The experience of using the.
tests in the pllot study showed that some modifications

were necessary. .
The modificatiens were usually of tﬁo types --
altering a word or phrase to make it easier for the younger

subjectiaof this study to comerehend.a coneept. and re- -

moving terms of negation (such as never, not. no) in order

to reduce confu51on in respondlng to.a statement. - These
i I

) dlscu881ng the tests used in this study.

II. MAIN STUDY

About oneshalf year lapsed between the pilot study

\

~and the main étudy. Whereas the pilot study used 6 stu-

dents from Edmonton, the main study used 30 students from



Leduc Terting of the subjects occurred from November,

1974 to August 1975

A. Sample
All teachers of grades two, four, and six in all four

lelementary schools in Leduc were agked if they would par-
lticipate in a research project from the University of
Alberta. No teachers declined.. There wereba totalyof 23
lteachers instructing these grade levels -- there were 8
grade two classes, 7 grade four classes. and 8 grade slx_
classes. Of thesge 23 classrooms. 22 had students selected
_from them to participate in this study. One grade six
rteacher felt that no one in the classroom was an avid
‘reader, and 80 this class was not used in the study.

As in the pilot study, the teachersminvolved in the
main stddy were asked.to submit sames of students that they
thought were avid readers. The librarians of three of the
schools were also asked to submit students' names (the
fourth elesestary school had no library as yet). It was
stressed that these students need not be ‘good readers, but
only fairly con81stent avid readers, ie., engaged in read-
ing act1v1t1es more so than did other students. V

A total of ‘37 names were submltted for grade two,
38 names for grade four. and 34 names for grade gix. Out
of this total of 109 submitted names, 27 were mutual
.ch01ces of the teacher and the school librarian.

Thirty students were then selected from the teachers'’

lists. Ten students Were chosen from grade two, ten from
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grade four. and ten from grade six. The method upon which
they were chosen was based primarily on the extent to which
the teacher felt that the student engaged in reading
activitles. Thus, if a teacher indicated one student ag
belng a more avid reader than the others. then that student
was selected; but if thevteacher rated severai students ag
about edual‘awidness in reading, then'one name was randomly
chosen, I >

Not all students who were. initially asked to parti-
cipate were usged. One grade two student wag replaced upon
the mother's request, Recent famlly changes might have
made the student toQ anxious. One grade six student was

also replaced before testing commenced, ag the student

would have been away onm holidays at the time of testing.

B. Procedure : \ .

Each family was first contacted by mail, and was
asked to return a form giving the researcher permission to
Juse their son or daughter in the study. Then the families
were contacted. by telephone and an initial testlng se891on
date and tlme were established. The students were met at
their respectlve homes and then driven to one elementary
echool in Leduc. They were returned back to their homes
in llke fashion after testing. In gome cases rural parents
drove their children to the school.

) ' Each child was seen for a minimum of three sessions.
and a maximum of five. They were geen at least once in-

dividually (the initial se581on/. Occasionally three



students (bul rnever more) were tested together. but only
.when they.Were doing the same testéfqonducive to group -
assessment. )

The room used was a counsell ing room. always free
from external dlstractlone and Quite amenable to students'
concentratior. Tesglgg sessions lasted anywhere from
Ls miﬁuteé to 100 mirfutes. | .

" The total testing fime\pe; each child was about
L% to 5 hours, although some étudeﬁts tookﬁlonger. Usually
 three sessionsg were required. Most of the children were
“glven the tests in a set order, but because the 1ength of
each testlng session varied, the tests that each child y
did at ope settlng also varied. It was felt that the num- &
Dber of tests that were given at each session was not as
impoftant as the fatigue or monotony that the student ﬁiéﬂt
have experienced. Thus, some testing sessions were shorter
than planned if the student was restless. Also, the order
of the tests was afranged 80 thét ‘the student would en-
cdqnter a continuing variety of testing methods, such as
verbal or nonverbal tasks, orai or written taské. and man-
ual or comtemplative skills. : ' | .

The testing order that was gener: ly followed is
as follows: !

First Sessiom Attltudes Toward Readlng

: Self-concept Cards

Wechsler Intelligence Scale for
Children -



!

Second Session: Modified Test Anxiety Scale for Children
‘ Asking gTorrance Creativity Activity 1)

Causes (Torrance Creativity Activity 2)

Consequencen (Torrance Creativity
Activity 3)

California Test of Personality

Unusual Uses (Torrance Creativity,
Activity 5)

Children's Personality Questionnaire --

Form A4
Unusual Questions (Torrance Creativity

Activity 6)
Product Improvement (Torrance Creativity
Activity 4)
What I Would Like to do Best
Third Sessions Motivation Questionnaire
Just Suppose (Torrance, Creativity
Activity 7)
Torrance Creativity With Pictureg --
Activities 1, 2, and 3
Children's Petsonality Questionnaire --
Form A,

At the conclusion of the testing sessions, the grade
two students were given two dollars each for their partici-
pation while the grade four an?/six'students were giveh
three dollars each. (The extremes of students' person-
alities were poignantly demonstrated when some students saw
the ‘payment as a generous gift, and other students con-
sidered it a& an insufficient trifle.)

All 23 classrooms were given the sociogram "Tell
Ile Who". Students were told that this was a project fromy
the Univérsity of Alberta, that it was not a test, that

they would not be marked,.and that their teachers would

not see what they had written. Care was taken to include

the students who were absent on that day, and also that
students having the same first name in the classroom were
identified by including their last name or initial in cases

where someone used--their names.
. o o :

~.

-



The teachers of the studenté chosen for the study
.wene asked to fill out three questionnaires about theoe
students ("Teacher's Evaluation of Student's Behavior”,
" "Teacher Interview", and *Teacher Questionnaire®). As 8

teachers had 2 students from their classrooms participating

in this study, these teachers had two sets of questionnaires

/

to £ill out. [ |

Two queét;onhaires were also given to the parents
to complete. One'questionnaire'(i.e.. "Mother's Ques}ﬁon-
naire") was de81gned specifically for the mother only. .
She was required to show the extent of her approval or
.,dlsapproval to many questions about child raising. 'The
other questionnaire ("Parental Questlonnalre ) could have
been completed by elther parent.

There were no specific tests given  that attempted
to assess the students’ achievements in reading or in
otherlsubject afeas. However, the students' abilities in

these areas were implied by referring to their cumulative

records. Two types of ihformation could be founds the

students' report card marks and their gradings on standard—

ized tests (both 1ntelllgence and achievement). - No stand-
ardized reading achievement tests were included in the
battery of tests given to each student. it was felt that
this achievement assessoent would be fairly time-consuming,
and in all cases there were alféady achievement scores

-available for the. students.
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éthér types of achievement data were der}ved from:
~parental, teacher, and student questionnaires. Such
questionnaires sought answers for queries of the number
of books that the amtudent read within one week, nature of
the books, average tihe gpent at reading in one day.‘fre-
‘quency of borrowing books from libraries, and so forth.
It can be seen, then, that the informﬁtion gained

from the cumulative files demonstrated the student's

ability and achievement in -rgaliiiie.
III. DESCRIPTION

Do
i e

Thirty-six chil@reﬁ;weh

>

4’éhbjecjb‘of this gtudy --
12 from'grade two, 12 from grédél¥%hf;~ana 12 from grgde

six. Although they were nbt gelected aécording‘to any sex
quota, the proportion of boys to girls was equal, con-
stituting 18 'boys and 18 girls. Eleven childfen camé from
‘rural homes, while the remaining 25 resided in urban set-

tings. This information ig summarized in Table 3.1.

TABLE 3.1
DISTRIBUTION OF SUBJECTS BY GRADE AND SEX

GRADE NUMBER OF MALES NUMBER OF FEMALES
2 - 5 7
. 6 6
6 7 5

TOTAL 18 ' T 18 -
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The mean Blishen (1967) socio-economic index for
the subjects was not calculated. It was felt that the \
~children were fairly representative of the middle-class
population, and thatnchanges and fluctuations in Canada's
gconomic stability would have rendered Blishen's iﬁdex
based on parents' oécupations less meaningful than in
previous years. ‘ |

The "Self-cdncept Cards® questionnaire wés ad-
minlstered to a grade two- claes. a. grade four class, and
a grade six c’%ss from the -same schools from which the
subJeété were chbsen. There were‘a total of 77 students
completing this self-concept questionnaire.; The distri-
bution of these chiidren by grade and sex is summarized in
the following table. '

\.
h TABLE 3.2«

DISTRIBUTION BY GRADE AND SEX OF CHILDREN GIVEN THE “SELF-

CONCEPT CARDS" QUESTIONNAIRE

GRADE ~ NUMEER OF MALES NUMEER OF FEMALES
2 | 11 1t
b 17 o
6 13 . 1

TOTAL ok 6
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Further information of a demographic nature is

~ ?

'presented in the following chapter. The resulfs'of the
various testing instrumentsg are. also éummarized in the
next chapter in sectiong representing the specific areas
assessed. / “ '
Although reading ability and other achie vement
levels were not directly appraised, cumulative flles and

report card mdrks were very.reveallng. Resuits of stand-

ardlzed tests such as the New Developmental Reading Pests.

Schonell Spelling Test, and STA (arlthmetlc) teqts were

frequently available in the cumulatlve records. Four

»

a
categorles of achlevement Scores were obtalned. and are

given in ?&ble 3.3,

i TABLE 3.3 » o
SUMMARY OF MEAN ACHIEVEMEN? GRADE SCORES oF SUBJECTS |
“ ' 0
'AREA OF ACHIEVEMENT GRQ-DE GRﬁDE GRg-DE
Reading vocabulary grade scoreg °© 5.13  7.78  9.99

“Reéding comprehension grade scores 4.86 8.139 9. 54

Arithmeti%;percentage scores! 79.3% 75.9% 76.1%

Spellipg gfa&e scoreg a b.13 6.73 8.15

-8

'lArithmetic_scores were not uéually listed as grade scores,
but instead were given asg percentages.

. o
The scores used in Tablg 3.3 were taken from the
students' records at the end of the school year. So, for

example, a subject just‘cohpl@@%ﬁg grade two would be ex~
] .
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Lo achleve in the grade 2.5 to 3.5 range. Some

vead ing Lesls uned by the school boards of thesge subjects

are often considered.as measuring too high, or.as sug-

gesting a reading achievement level which is one year

higher than the student's actualireading,leyel. VThis'was

claimed\in partieular‘about the New_Developmental Reading

Test, a test customarily used to assess students. Taking

these conSLderatlons into account. it is stili evident

that the "rade"two students used in this study have a

reading level

far superior to that of their classmates.

The superiority of reading achievement of these

avid readers‘Was evident throughout all grades - two. four,

and six; anu.as a matter of interest, the vocabulary score

(9. OQ) woulzapave been much higher for the grade six sub-

.‘\

jects it the: ‘top” level of the test were expanded. It was

not uncommon to find reading-levels of grade 9 and 10 for

some "rade six students in this sample. -

‘Arithmetjc gcores indicated thét‘throughouf the

s

Ku*

‘!"7

z"'\a.‘r)ot,tft:w

%

: AnJ QOn“théht

)

ﬁ’*pe!ﬁﬁsrmance “;V

'\)

o
el

‘,i4’$(
;Zleéf.ﬁeyond their expected spelllng achievement

v

k)

ﬁlementary gradee thége avid readers were reasonably fluent

m@"thelr mathematical achlevement.
e )

M*p%&lidgwgrade scores also reflected a superior

k¢

‘ta§1d readers thrOughout the elementary

"reat a dlfference as was the readlng achieve-

o

-‘:

56
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In summary, then, the reading achievement (in terms
of vocabulary and comprehension) of the avid readers, as
' suggested by the results of standardizeq,reading test
scores given on the students' cumulative ‘records, whs
superior to that of their classmates.' The avid readers
also'excelled in séelling achievementi while arithmetic
ability similarly remained above average. These perfor-
mances were‘consistent thrd<§hout the grade levels assessed.

]

A review of the previouq}academic records of the
avid readers indicated that they were generally good stu-
dents whose reading abilities were high since they were

" first assessed in grade one or two. An examlnatlon of
.thelr performances in other areas (such as sci-nce, social
studies, music, and so forth) showed that they were A ike-
Wise superior students. .
However, the academic excellence of avid readers

_was not a glcval trait. While it was true that many

vteachers described these avid readers as excellent achievers;'
this trait was not universall A grade two boy_reéeived

below average marks on hisvrebort cards.'scored low on
standardlzed .tests, and would 1ikely repeat a grade before

he flnished ‘gchool. One grade six boy had repeated grade fiye
in aﬁ@té bf,ggfdlng belng his strongest area (average) Flg:‘;
allyw Bhéfgifi in grade six had recelved generally below

avefage scores tFroughout her six years of: elementary,school ,
even thoggﬁﬁshe had not repeated any grades. At tHe time :

of testing her,performance was low enough tOVWarraﬁt con-

!



sideration of placing her in a grade seven "learning

asgistance" classroom.
It cannot be stressed enough that these Aeeming |

"oddities" who do not. flt the academib pattern of avid

5
readers were carefully verified a second time by this

Ty

vesearcher as being avid readers.  This was done by once

agaln consultlng ‘their former teachers to see if sgome

v - .
é}or ' d been made. o )
ﬂg ' «

. Wy
‘%? *1t is 1nterest1ng to note that these three cklldren

e
’ . s .~

ﬂgnjloned above came’ frerobv10usly ‘broken homes. Only
two 1nterv1ews out of jg were not granted by the parents -

both of these 1nterv1ews concerned two of the three child-
85
-ren belng dlscussed here. The third 1nterv1ew. carrled

ks \

out under trying pondltlons, ‘revealed poverty, neglect, .and -

other qualities of a famlly wrought w1th turmoil. In addi-
tion to the low academic performance and famlly instability,
these three children were also left- ~handed, a most unusual

finding which is expounded further in this chapter.

.

'IV. TESTING INSTRUMENTS

- The tests that were chosen or construct *for\this
study reflected diverse characteristics of the etLdents. o
The study wag deslgned to reveal many pogslble con-~
tributing factors of reading motivation.. In essence, the
question isy "Why do children‘!bad books?" Thus, the \
nature of the tests selected should reflect several under-‘

lying traits of voracious readers. These tests, ‘when

. &
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taken as a whn}e, might suggest patterns of motivational
characteristics of avid readers. The intrinsic motivation

to read is not a .readily measurable characteristic.

‘MM6tivation is a personality or emotional trait that is
manifesfed"behaviorally. Therefore, it i through behavior

testing then, Lhat 1nferences may be nade about the stu- .

dent's motivation. o “*%%

The rational for selection of tests can be regarded -
! "~

from seven categories. The first, achievement, haé'al;eady

t

been presented in the previous section that discussed the

sample characteristics.
b ‘ ~

A. Intelligence ‘ ' ;

Several studies (such as Levine and Fuller, 1972; e
Rugel 1974; and Searls.{2975 examined the 1nte111gence | |
scores of poor readérs or of gifted readers, and con- ‘  ' ’-
. cluded with a profile of intelligence subtests or traits
thét correlate with reading ability. . ’ ; -
s In th:e study an 1nd1v1dually—adm1nlstere intelli-

=
gence test, t e Wechsler Intelligence Scale for Chlldren

(We01sler, 1949) was ‘given to all subjects for the pur— \\j‘ :
poses of estibllshlng any subtest profiles or’ patte;§: of
av1d readers. (1e.; the intellectual traits thij‘correlate
with reading motlvatlon). as well as to obtain an 1pdlcation
‘of the intellectual potential of the avid feaders.

« The.scqres.of £he_ﬂ1§g were compared to any group- -

administered intelligence -test scores that were available

for gsome gstudents.



clear. Originally a study by Getzels and Jackson (1962)

B. Creativity

One of the concerns of this study is with the ef-
fecte that much reading activity has upon students. One
such effect might be on the diverging (as éompared with

converging), sfluid, creative expressions of avid readers.

" One could'argue that the experiences of reading enhance

one's repertuire of ideas, and lead to more variation and
flexibility in expression. |
‘ Howevor. the re]atlonshlps be tween creat1v1ty and
R
personality or Lntelllgence, for example, are not very
o
suggented that, nreat1v1ty id more important than intel-

ligence in detexanlng academic achievement (cited 1n

DeCecco, 1968). A foremost authority on creativity,
’ ?

- E. Paul Torrance (19€6) does not gtate for certain wha't

he believes to be the relationship betﬁeen intelligence,

creativity, and achievement. L. i?'

Not altogether clear is the impact that motivatioi

»has upon creativity and intelligence. Thisg study, then,

examines not only the creativity-intelligence relationship,
but also the motivation versus greativity—intell{gence
element. .

Creativity, in this -study, was asgessed by the

o f
Torrance Tests of Creativity (Torrahce, 1966 Appendlx J).

A verbal form oontalnlng 7 subtests and a nonverbal p1c-

torial form containing 3 subtests comprised the total test.

Jerbal Form A and Figural Form B were used f% the main study.

_~

Sy

A
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C. Achievement Motivation

Some theories of motivation emphasize the degree of

success, recognition, or gain that one receives from cer-

tain behaviors. For example. many students would . be
nlghly motivated to do well. in their school work because

of the extrinsic or 1ntr1n81c reinforcement gained by such

behav1or. In identifying a person's motivation to échievd.

researchers often empioy projective techniques, with the

agsumption that motivation is not readily identifiable and

must be ascertained by indirect méthéﬁﬁ%?y?hus. the state-
ments that a child makes while talking about specific pic-

tures, for example, would reflect his or-her motivation

toward some goal. .

McClelland, Atkinson, Clark. and Lowell (1953) and
others since then (eg. Adkins and Balllf, 1972) utilize
story-telllng and s1m11ar‘projective techniques such as

the Thématic Appercsptlon Test, (Murray, 1943) to infer

th@ child's motivation toward achieving.

' Because these projective tests yield only achievehent

motivation, it was deci(ed to seek tests which might sug-
gest a broader scope of motivationj for example, to be

alone, or to fdntaclze, or to seek pa831ve activities, to
read and 80 forth. ObJectlvely-scored tests were also

k3

desirable, bébdgse progectlve tests‘frequently are dif-

i

ficult to scor’é.v -
The "Megqure of Inxwixactual—Academlc Attainment

Value" (Crandail, ld%9) whlch ﬁas renamed "What I Would

p]
Pl

o ﬂ")'
-Q a 'J ~
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Like»to Do Best" (Appendix El) for this etudy.‘mgtches 10
statements in a forced-choice situation. 1In other werde.

.two desirable options were presented to the students who

were required to select only one alternative. In this manner
the studedts were eventually "forced" to chooee the 1teme or
activities most important to them. Results would suggest
which of the following activities the students would be
motivated toward:. social activities, academic prowess, and

- sensual goalg. ‘

| Sweney and Cettell (1966) developed an instrument

¢alled the School Motivation Analysis Test ( M&;) (Appen-

dix E )y in this study renamed the "Motivation Question-
naire". They claimed to have isolated 15 factors (Catteli,
Sealy, and Sweney, 1966), some of which are "ergs" (qr
basie primary drives such as'fear.'assertiod. and sex), and
gome of which are "mentiments”, or socially ac!:dred pat-

_ o .
terns of behavior (such as sentiments to familyy school,:

and self). s
The ergs which are idenyified by' the SMAT are:
¢ L
agsertion, sensuality, 8ex, gregariousness, narciss sm,

condtructiveness, protectiveness, curiosity. pugnacity, play

fantasy, and acqulsltlveness; while the identified

ments include: self, super ego, rellgion and patribotism.
In addition to the pfeviously listed ergs /and

sentimente. Sweney (1967) identlfled*some otherg/ such asi

growth, integration, humor, dependency, security, aesthetlc.

A T ] : . )
and imitation. . o
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Several dlteratlons were éade between Sweney and
Cattell's (1966) orlglnal SMAT and the "Motlvatlon
Questionnaire"” used in this study. instead of dichotomous
"yes-no" responses, the degree of intensity of the students'
respons could be further elaborated. Four possible
choices were thus.given to students: very much, quite a
"~ lot, not too. much, and not at all; and in this manner -
students were able to show mild or‘extreme preferences for
their'affirmative or negative responces.

:Miqgr substitutions were made for‘some words and

phrases of the SMAT in order to be more meanlngful to the

younger chlldrenuused in this study., These cnanges are

presented in Appendlx E3

i

Item 34 of the SMAT, ie., "I want to spend more time

with my girl or boy friend".\was thought to be inappropriate
for the sﬂbjectsief this research; and so it was replaced
with another item, ie., "I want to read more books than
' %y friends". ‘ ‘ )

It should be noted that fheltests ugsed in-this
section seem to assess motivation toward achievement as

well as motivation toward other fields. What the results

.0of these twou gpecific motlvatlon tests would indlcate ch
. would be the subJeuts preferences (or attitudes) toward
SpeCLflC activities, bhut theée tests would not necessarily-
reveal to what extent the sepjeets actually sought after

~these preferences (in terms of observable hehaviors).

63
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To ‘state that a student is moti%ated'toward an
,act1v1ty such as reading is to imply that the student has
beth a positive attitude or preference toward reading and
furthermore engages in actions of reading. Thus, the
‘motivation to read includes. both a feeling or value, plus

overt behaviors toward a goal.
’ )
D. Personality and Attitudes

Ma&ky studies link some aspect of personality to
.gome aspect of reading achievement. Self-concept is often
seen as an imporfant correlate to and frequently a causal S /ﬁ
factor of success in reading achievement. A trend of ten' /
years ago wes to associate reading difficuities with de-
viations in personality. More recently the emphasls has
béen on enhancing a student's reading abllity by develOping
.the student's positive self-concept (see Quandt, 1922. for

/'/ '

example) ,
This study utillzed several personalltyvtype tests b

. ..y.

to suggest various dimens1ons of the students' affective .

domains (as compared to the cognitive domains).

Self-concept assesgment. A podgitive self-concept

is a common personality trait often associated with reading
achievement.  Several self-concept scales were'amalgsmsted
)

in this study to produce one large Likert-type. scale. The . *
Way I Feel About Myself (Piers and Harris, 1969), Perkins

(1958) Q-Sort self-concept scale, Self—Esteem Inventory

(Coopersmith, 1967), Lipsitt's (1958) self-concept question-
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naire, and the Children's Form of the Manifest Anxiety

Scale (Castaneda, McCandless, and Palermo, 1956) were
analyzed and reduced to one large self—cohcépt_asseasment
called the "Self-concept Cards" (Appendix.Ag) in this |
study. Several items from the previous instruments were
altered, deleted, or expanded. Several items were also
added that/were not previously questioned. |
The‘modified self-concept questionnaire took the
form of ;OO items typed on 3 x 5 inch indexlcards. These
cards were shuffled and presented to each subject in ran-
dom order at one setting. Subjects were asked to éut the
cards into one of five boxes which were iabellgd;'aIWays.
most of the time, sometimes, hardiy ever, and never. In-
structions to the students stated that students éhould put

each card into a box that indicated how frequently he or

she felt what each item stéted. or how frequently they

would ghink about that item. For example, responses to
the question, ;i do many bad things" reflect the frequency
of some specific behavior, while responses to "I have a

pleasant face” would indicate the frequency that the sub-

Jject wouid think that he or she did have a pleasant face.

The "Self-concept Cards" suggest students' attitudes
toward the family, school, friends, personal appearance, |
ability, physical health, anxiety, peréonality. and so
forth. In general, these and other traits reflect the
students' peréeptions about themselves, or how well or

3

poorly they fseg" themselves. ie., their‘self-concepts. .

*



There were several changes and additions made to

1Y

the sources cited previously in deriving. the 200~1item

"Self-concept Cards". Most of the items were taken from

The Way I Feel About Myseif (Piers and Ha;ris. i969).
Appendix Ay gives this self-concept queationnaire in its
original published form. Appendix Ay lists the changes
made to .eleven éf Piers and Harrié' items.‘ Terms such

as "always" and "often", which indicate the frequency that
a .child might encounter the feeling expressed in the item
were omitted because the students responded by placing the
cards in one of five frequency ques already described

e

earlier.

" children in grades four and six (see Appendix AB),' Seven-

teen of his items were already presented'in a gimilar form

& . o o
in the Piers and Harris (1969) self-concept scale, ahd were -

thus not included in the items borrowed. As well as the
rprevibus 17 omitted items, 8 other items were alsO'dfOpped
hecause it was thought that they would ha?e given litple |
relevant ‘information to the alreadyj@éngthy "Self-concept

- Gards". Appendingu_details the changesiand omissions made
to the Perkins' self-concept écale.

Coopersmith's (1967) Self-Esteem Inventory (Appendix

As) presents 58 statements which require a positive or
negativé response, ie., students regpond sto descriptivé
statements by saying whether the statements are "like me"

or "unlike me". Of these 58 statements, 32 were used

B

Perkins (1958) used a 50-item self-concept scale for
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directly into the "Self-concept Cards:. and wefe incor-

porated into items 113 to 144 inclusivgk\ The other 26
statements were already given elseWhere in the ”Self;
concept Cards", and were not presented again.

| As in the previous seif-concepf scales, some items
were modified slightfy. Several items omitted terms of
frequency such as ”always* and “uéually". Also, all nega-

tive statements were altered to their affirmative forms.

Appendix A, gives the original Self-Esteem Inven-

tory, whiie Appendix Ag lists the aitgrations made to /
Coopersmith's original self-concepf scale. |

Lipsitt (ﬁ%ﬁ@)mpreeented?his subjects in grades 4, : |
5, and 6 with a 22—item\self7cphcé§t gcale. They were to .

respond on a 5-point rating scale similar to the one used

in thié study to a series of adjective-descriptions. His
adjectives were incorporated in the "Self-concept Cards"

into the following items: 145, 2, 146, 134, 147, 35, 80,

84, 22, 58, 128, 70, 55, 148, Sk (and 60 and 72), 149, I, .
37, 150, 6, 86, and 151. ' | o ’ ‘ ‘ ’%
The "Children's Form of the Manifest Anxiety Scale® 3
(Castaneda et al, 1956) was the last major self-concept ;
inventory added to ‘the "Self-concept Cards” (see Aﬁbendix EH
A7).‘ Ogcé again, here‘ll jtems were alrea@y testedtelse—. é
 where and were thus not included within the other items §~
in this section (see Appendix A8)._ . 1i

Many of the changes made to the items of the "Self-

.concept Cards" were made after the pilot study. Students




asked for assistance in answering statements of negation,

such as, "I do not like arithmetic", and gome younger

i

students sought clarification for several difficult items.

Becédse of thesge difficulties, many statements had the

o~ e .
negative terms removed, while other statements were re-

duced to simpler phrasesf

Four items were added to the original 1list of 196

items used in' the pilot'study. The additional items are:

4 3A
Livp

L6A

I get worried when we have tests.

I worry about passing to the next grade.
4sA I can read out loud without making mistakes.
I feel relaxed when I am in school.

The first two additional items were used as & comparison

to the students'

naire. The third item attempted to gain another perspective

of the students'

'

responses on another anxiety question-

rea

dines attitudes, while the fourth item

assessed another dimension of the students' attitudes to-

. ward school.

In summary,

‘cept Cards"

[
!

then, the 200 items of the "Self—con-“

(Append%x A9) were essentlally taken from

several sources descrlbed;belowx

Items
Items

Items

~

1 -
85 -
113 -

Bl

112
144

Items 145 -* 151
Items 152 - 154, and items 22, 32, 42, 78, 95, 103,

Items

1A - b2A

S

from Piers-and Harris (1969)

from Perkins (1958) .

' from Coopersmith (1967)

from Lipsitt (1958)

107, and 43A to 46A were constructed
by this researcher )

from Castaneda et al (1956%

\"
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Anx iety.' One aqpect 6f personality and self-concept
whlch was examined further was that of anxiety. An anxiety
questignnaire by Castaneda et-al (1956) was already incor-
porated into the "Self-concept Cards", (Appendix Ag) while
the anxiety scale of Sarason, Davidson, Lighthall, Waite,
dnd.Ruébush (1960) was modified and‘uqed as a sepafﬁte'tesi.

" Anx1ety is commonly seen as an attribute of poor
réaders, and hence good readers ghould logically have J*HS
anxiety. But qv1d readeru,'who at this st;ge may be con-
‘qldered neither poor ‘nor- good - in readlng achlevement. would
reasonably be eXpected to be’averagn in thelr geneggl and
specific anxieties. Thus.anx1ety was one personality trait
that was . specifically asgessed by the Self~c0ncept Cards”
(Appendix A

Children"- '

: ) and also by the "Test Anxiety Scale for
*ason et al, 1960) (Appendix Bl)' Whlch was

sllghtly modlfled by Feld and Lewis (1969) - (Appendix Bz).
and further modlgged for this study’ by this researcher. |
The nature of’the'modificétions were to simplify the
questions for the younger stqdents.:and to enable easy . [
scoring of the test. An 1llustration of the seriés of,
modifications isfshOWh'in this example (item 6),
"When the teacher says that she is going to find
out _how much you have learned, does your heart -
begin to beat faster? (Sarason et al, 1960) '
When the teacher says that she ig going to find

out how much you have learned, do you feel relaxed
and comfortable? (Feld and Lewis, 1969),.

(g
b i

R T



When the teacher snys that che in pgoing to find

out how much you hawve lvarnod do you feel relaxed
Aand comfortable, or doe:; your heart begin to beat
faqter?

(a) relaxed (b) heart beats faster

(final-gersion)
Appendix B, shows the original "Test Anxiety Scale

for €Children" by Sarason et nl; Appendix 82 shOWs the ver-

sion by Feld and Lew1q, whlle Appendix B3 glves the com-
N

" bined &grsioha‘as finally used in this study. . "

‘,w *

’

rStandnrdized pervonq]it} tects. Two standardlzdnu

perqonallty tes to were alﬁo given to Lhe studen%s. The re-
sults of these rormalized tesats, could be compared to each

other, to the results of the "Self—ébncept Cards" (Appendlx .
9), to the teacher's behavuoral descrlptlons, and to dther

qlmllar lnformatlon galned tfrom theubattery'@f‘tests.

The two tests each measure dafferent areas of per-

qonallty .The Children's Personalltv Questlonnalre (CPQ)

(Porter, Schale,’and Cattell, 1965), rendmed "Wha't You Do
aridWhat You Think™ for this study (see Appendlx Cq ) indi-
cater 14 personality dlmen"10f°l reserved-outgplng./intel—
‘ligence, impulsive-emotionally stable, inactivé;exci%able,
obedient;assertive, serious-happy gqﬁlucky, expedient
(disregafds.rules)—cbnscientious. shy-venturesome, realis-
tic—séﬁsitive.~active—circumsgect, forthright-shrewd, self
assured—apprehensivér’causal-;ohtrblled}.and relaxed-~tense.

-The ;g was used in this study w1fhout any mOdlfl—

1

: \
,Eatlans, other than slight changes in the format of the .
. ‘ 4 - . l‘ . ) \ - ‘ ) . .

?o'
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*term "mindg"” w1th "lleten to". For exdmple, item 112 in

. gt

test. 'Eﬁﬁms A and Az. each containinév70 items, were
glven“to the students who chose one of two (occasionally
three) alternatlves for each'item. -

The Callfornla Test of Person&lity (CTP) (Thorpe.

Clark, and Tiegs, 1953) (Appendix ¢ ) suggests twd “major

ereas of persogality, i.e.,: personal adjustment and social
adjustment, Traits included 1n the fqrmer dimension con-
§lst ofn‘ self-rellance. penge of personnl worth. gense of&v
personal freedom, feeling of belonglng, withdrawing ten- f#

dencles. and nervous symptoms. Thosge characteristics of

‘s001al adgustment include:s social'standards, social

skllls. anti-fdocial tendenciegs, family relations. school

relatlons, and . communlty relatlons. ' R
Ivj

In the pilot study the CTP. in $he Prlmary and

d‘f" R
[2O0%
S

Elementary Forme, was glven in its orlglnal f&rm. but : _J _
several items were, subsequ‘ently changed. = L fﬁ, /»q
> L

‘o S :

The most, common change” occurred 1n substltutlng the' o .

word "parents® for "folke" . It wa J.\thought that papents“ Lo

would be a more familiar term to the sthﬂehts rather than - .
"folks". Some of - the younger stude@®s in the pilot study C

v
were not aware of this word's meanlng. ‘ ‘ Y

' The second most common change was in replacing the

the Elementary Form wasg changed from "When your folks make s

you mind are they ueually nice to you about it?" to ”When

"your parents make you.risten to them are they usually nice

[
.

R
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\\\\\;Eljﬁnﬁqbout it?"  This change was also made with the

«

.Qg. intent.~ of fac1litating readablll‘ty of the items.
‘Although the changeq made were only to one or two
wordg.in each question, the esséﬁce of the question was not'

‘ altered. Appendix C3 item¥@es these minor changes made.
» . . - 1

b . ¥ * ¥
: P
A~ttitude; AnotmOrtant attribute of.person-
allty is atti%ude. In thisPstudy the students’ attitudes

“0

toward reading. scgp%t;zachlevement. and other areas were

\

assessed by dlrectly qQ¥stioning the studentsh and by
J

= asklng parents and teachers to gave thefrvlmprqugohs of - . .
Y . ; ~F o ¥ .

the students’ agtigudes. - .. - s i ,

g ]
< i

A quéstlonnalre'!abelled &;tltudes Toward Reading %m
6

(Appendlx D, ) vas actually an 1ncorponat10n oﬁjguestlons on
‘ ¥

T attltudes taken from-two other attltude questaonnaires --u"‘

. Q’ch,
\ég?’ McClenddn J1966) ‘and Brookover, Raterson,-and Thomas (1962)
X - £l

“' USome other item§ frOm{the researcher alseo were cgmblned to
- by

e -

'y

g produce th&s attitude questlonnalre for the~st§g¥hts.~ ' = T

: f :The pt}q& study used among other qu;ﬁ[ ~nnaires?

'rtwo separate questlonnaires entitled ‘Initlal Interview" IF&J ,
(Appendlx D, )¢ andian‘barlier version of‘"Attltudes Toward‘
0 Readlng" (Appehdlx D ). The former was deslgned to&lntro->_
duce. the student to the testlng program. whlle the latter was :
.used to get an idea of the students readlng activities’ and
attitudes. For the main study, the "Inltlal Interview” was
' drOpped. It wag felt that six items on it were belng quest—

1oned again, and five other -items were unlmportant in the:

senge of giving llttle revelent 1nformation toward thia stﬁ"

¢
’ . ’ -

j
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N »
The teachers and*parents filled out questionnaires

that sought 1nformatlon &h the students behav1oral traits
as well .as reading attltudes. These questlonna;res are
'dlscussed later in thls chapter. :
In summary, the students personalitles were
ascertalned in this stUdy by the following test instrumentss- ﬁ&w
'"Attltudes Toward Reading"g(Appendix Dy )y Self—concept o
Cards" (Appendlx A ) "MOdlfled ﬁest‘rﬁ.nxiety Scale for '

Chlldren” (Appendix B ), Galpfornla Test oi"Perso llty

(Appendix ¢ »)s and the Chlldrén g Perona"'-

(AppendGC ). ‘v* Y. e '
. w T R R o , |
. 's - - | . _ o b B )‘* ‘
. E. . Behav1ora1 Observations LI , ,"'“. 1S A
L The béhaxional traits of avid read!rs mentloned'~ Lo
%
above‘¥ere squﬁﬁgfrom three sources 1- the teaéﬁér. the Wf, -
parents, and ‘the" other chlldﬂbn in the classroom, ﬁ**u

The purg%se of - the qu?stlonnaireg was to provide a.,
behaviq;al descrlptlon of the shbJects from several points T .
og view. The nature of the questionnaires both de-

scrlptiv§ 1n the sens I asking others about e subjects

.

actions, and attitudinal in the sense “of asking others, ; o
g ™ J ﬁ
about their impressions of the subgects attitudes tpwaif/ * R
. ¢ : : .
reading, school friends, and 80 forth.

»
3, ) <

N o -
Teacher sou}ce. Each teacher of the students select-

~

¢

' <~
- ed as\arid readers was glven three questionnalres to complete.

A portlon of the Teacher Rating»Scale for P ugil

: Adjustme\\\tAndrew. Hartwell ‘hutt. and Walton, 1953)

‘\, - - \
o . - l
Sl - o

. .
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-

R4

[ ]
)
:

LAppenﬁix P )+ was used in-this study. Eleven questions

deg;ctlng emotlonal, gocial, and academic adjustments were

T a glven to the teachers in an 1nstrument labelled "Teacher's

Evalu&tlon of Student's Behavior" (
3

study. Thé teacher » sponded to each quen4

“one of five multipl -~ aoice ‘responses indic

gtudent's<tendency .OWand the, trait described. Thé items

+ by Andrew et al were unchanged for this study.

s i

-

Superior Students (Renzulli nd Hartman. 1971) (Appendix

F ) was 1n1t1ally used by 5enzu111. Hartman and Callahan

(19?1) in screenlng and ‘identifying superior students..~

They 1ntended the observatlon acale to obJectimélﬁkassess C

» Y

four areass learning, motivation, creatlvity. and leader~

p)

=
-

“ghi uplities., o o Sl Lot e

- e

]

o
"Teacher Intervi w" (Appendlx Fh) Whereas they requested.

L!‘

the teaohers in. their szsdy tamrespond on a b-poimm scale °

(seldom. occa31ona11y, % a considerable degree, lmost

‘all the time), the.”Teacher Interview”;allowed a 6-point

response- scale which 1ncluded Renzu111 and Hartman's 4 «

ch01ces. plus Jhever “dangd "absolutely all of the time"” --

extreme posmtm&ﬁ of«trg scala. _.It wasg' felt that the ln- >

-

'~

clusion of the. extra two responses woyld allow for any- U

trulx unique characteristics of the avid readers to be»

noted. : ,‘ : . "

* The Scale for Rating Behavioral Characteristics of

. ’ : ‘ .' g i
Their .8cale was incorporated ints this study as the:

74
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e

their attitudes towgrd reaging. Although he’ used a 5-point
féugh

9
-Ratings" (Appendlx F ) to evaluate teache s!

e

’ | ':""
The original ,ggfc by Renzulll and Hartman con-

tained 37 items, many of them multi-facetted. This parti-

‘ cular instrument was originally designed to be given.per—

sonally to the teacher in an interview situation. But
. 1 ) .
because of the impracticality of meeting at great length

with many teachers, this instrument was redesigned in two

ways. ° First, so that the teacher could complete it on his
l .

or her own time, the directions werg altered and responses

v ! 4

‘'were modified re niring the teacher merely t6, write a num--
It .

ber for each item. Second, on the suggestion of some

~teacqgfs, fbur(items were broken up into composite parts,

so that teachers might illustrate further fine differences

in the student's behavior than the general question might.
(e A

;a- ! u ‘ B

o “' n : h
Ai o anlefed in the ngcherjﬁptervlew (Append1§ |
Fw) were ié‘ltems from "An Attitude Scale 55; Readlng" ' .

'(Rowell. 19?2: Appendlx F ) Using fourthf and flfth-

. grade students. Rowell was able to effectlvely Ldentlfy

- -
Likert coq}e. a 6-point Likert scale wasgcontinued th T ://
out the "T@\cﬁer InterVLew"' No changes were made to .

Rowell s orlglnal 1tems. . ; -
: A
in his " deb cher

P

C. P. Smith (1969b) sed 312 thms

impressiong of

students' behavrors and attltudes.A'The 1 ms were based

%,w ei; - on a 5*poxnt Lékegt ,Scale; and were adopted w1thout change

.study.f

B ‘{,._ ? Tm»—;
1nto the "TeZ%her Queutionnalre" (Appendlx F ) for thls
»
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"4 that dealbt wfvth ‘the famil}' sﬂand <H

/

BT
S
£

Parent source. As 1n the case with the teachers.

the parents weye also glven three questionnaires..lThe
first questionnalre below was completed by this researcher
in an interview situatlon. while the 1atter two questlon—

naires mentloned below were comple@ﬂ? by the parents on

their own tlﬁe at home.

’

In Sarason's et al (1960) "Parent Interview Sched-
to school. teachers, frlendshlps. and so on -- as,well as.
questions about the parents' attltudes to dlsclﬁllne and
chlldrearlng. ’ Of the orlng"l 115 1tems 1n?he "Pare,nt[ .
Interv1ew Schedule" k% were chosen for €his s%udy B ”Parent

Interv1ew (Appendlx Gy ). Another 16 questlons were added

lwent 8 reading hablts

. (items 37. MS. ué‘ and L8 to 60).% or a total Qp ques-.

-

tions. The "Rargnt Interylew was completed af%er all
- other testlng of the students. In this way feedback could

A
be given to.the parents concerning their chlld's perfor-

mance on the tests. - o
. : : !

2

¥

e 115 questions were asked about the child's re}ctlons a

>

- .
Q - Phere were several changes made to this questidMnaire

from the'pilot study to the main study. ~Item 40 from th‘)

original questionnaire)was omitted from the final’ qdestlon-

naires.
'Some doctors Yave said that it is best for a .
baby to be t ught to.eat and to-go to sleep °
‘at.ce: ' yh ti .Other doctors have sald 1t .
is bee . f a child is fed when he is: hu ya .

and goes to sle@p.when he 1<‘sleepy. isv
; Yyour opirfion? What did yo

76
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@9

The underlying idea that this questlon was attempting to

“reveal was tested more dlrectly 1n other questions of this

questlonnalre. L - . > ’ J

. Item.hl was also dropped: “Hag »‘ ] ever

had nightmares? ~When? What did vea do .tout itpr 14 was

‘felt that the 1nformat10n§thqt thle question mlght have

.“

given was not as 1mportant A5 some other questionsg" that
» DTN . . (\
needed to be asked. o Cae T -
«‘,u'% g i

Item *ﬁ was dropped-w."Different children éeem to

be afgald of different thlngs? When . ‘ was much
—— —
youngér what Werb the’klnds of . things he wasoafra;d of?”'
Another questlonﬂon thls questionnaire asked the, same idea '1
“Hmore 8 cally S .

”

s
(SRR I

llow1ng items Werg added.to the orlglnal

K0S R
; ! e K * v T

u
i

'511Whét‘languages are sboken around<the house.
dnd is eXposeqd to any other
language b091des Eng¥ish? - ,

v‘

What kinds of books does the father read?

What klnds of books does the ‘mother read? .
Do yoq,have any rellglous afflllatlon?

{f‘ AY
@ A “second questlonnalre borrowed £§om Saraso et al

was their adjective ,check llst’ which was ba81cally a 5-

" and 6—point Likert scale. Here erents were asked to in-

dicate the extent to which their chlldren possessed a
. i _

3 ,\-' -

Japanese, 2 wer rman.

,lln the pllot study four of the Sir\ tudents spoke another
language -- 2 were G€

!

- 4 I
s ES . - “ .
. .. . . Sy



',q 4 \ e
'Lpereangli tralt g&hd also the extenihthat the parents ¥

-“4

felt that it th 1mportant for their child to possess some
o . v

traits. All of their 25 iteﬂ% were used. In addltlon.

.
20 items were taken from C. P; Smith (1969b) and 3 further

1tems were added to produce a 48-item questionnaire called
\Lhe "Parental Questlonnaire" (Appehdix 92) for tﬂhs study,
The "third questionnaire was directed at the mothers
of the students. Entitled "Mother s Questlonnaire (Appen- .
dix G ). this instrument was taken grom COOpersmlth (1967).
This %gevtlonnalre was des1gned to-reflect three parental
N attltudes toward chlldrenn democracy versus domination, '
acceptance versus reJectlon and indulgence vzrsue autonomy
(after Baldw1n. Kalhorn, and Breese, 1949; and Shoben. 1949)

< ' (
‘Mothers were asked to disagree,

Yy or strongly) or

to agrée (mlldly or strongly) 5 tatements concerning v

.

parent-child relatlonshlps. In Coopersmith's questionnaire,
items 40 and. 61 wére omitted by him, and S0 were replaced

in this study w1th the followingx "o ‘ ]

Item 401 Children should be )caugnt how to read
- even before they go to regular .school.
Item 611 Learning to read is the most%d“”ortant
' thing for'the child to 1earn in school. , a
! , S N .

¥y
7‘ o

4 * Peer source. A thlrd means of ganﬁing observatlonal

:(s 5
W

information about the SubJeCtS was. that of peer impressions.

-~

’ This: was done in the ,fo:un of a sociometric dev1ce. "Tell Me

" Who" . (Appendlx H) / Whereas the parents' and teachers

questlonnalres were the assessments of one or two 1nd1v1du—

i | als about a student already selected - and made known to them.

) ¢

{



the sociq@etric instrument was a group interpretation of
many possibilities in the clnssroom. As each classroom
filled out the. soc10metric questionnaire, the students were
told that they could select anyone they wished for their
answers (including classmates absent that day. but exclud-
ing friends from outside the class). The a tion of item‘
12, "Who do you think ‘likes reading best inq::e class?" was
the only change made to the version used in the pilot study.
The tabulations in the form. ;f a soclogram will

reveal to what extent the subJects of this study are popular
or unpopular in their classroomg. Also will be suggested

1q thefgeneral 1mpresSion of the c1883 with respect to the

Ftudents that the class sees ag being smartest. the leader,
vy,

»i the penson reading the most books, and the most enthuSi%stic

about school : _ ' : : 5
Y ~ - ®

F. DemographieuData' ' . .

Although there were no tests used in this research
de51gped solely for the purposes of gathering demographic
1nformat10n about the students, spec1fic items of several

-tests w1llvsuggest this data. e
| The "Parent lntcrview" (Appendix“G ) yields infor-
Iation on ordinal position, Slbllng constitution. pre-

sence or absence of either parent in the home, religion,

.+ gocio- ebonomic status and 50 forth. \\\

~.
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St

P

The cumulative files would give further information a

concerning previcus academic performance and school history.

——



' battery of information-gathering instruments.

i

G. Conclusion

As much information aO;?0591ble wasg ga&ﬁpred about

the studey 13.- Personalmeg; academic, social, 1
tionahﬁ‘

G
depth.*

motiva-

<5
@a are only some of the major area

X

c:n

The Eharacteristicr of avid readers are hltherto

not well documented, and it was expected that gome truly

unlque and 1dlosyncrat1c trends would be revealed - 'by the

'

V. TREATMENT OF DATA

There were a totél of 16 different testing instu-
ments used in this study The manner'in which the infor-

mation and data is treated from these 1nstruments 1s dis-

' ‘cussgd in the followxng chapter. f§

T & &

T

amined in

80
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" their respective manuaré. The tests 1ng§uded in thf@gg&
. i O

¥

i
i

‘. ‘,.. CHAPTER IV f’.
& o ln ra . ’ . : ( 2
/ &W,lip«f‘i . '
: “FINDINGS AND RESULTS >
Lo . .
4 - This chapter is presented in two ma jor sections.

AR

The firet section delineates specifically the manner in.
which the information gathered from the mahy -test instru?‘“
ments was eosred'and'quantified. The secopnd section presents
a summary of the major_ findings derived from the ‘dkata'.
: e I.  PROCEDURE .
Several test instruments used ir %his sfudy&had é@ry
little or no changes made to them. Consequently theii§§fe’
administered and scored according to the directions Eiiﬂ% in

&
gory ares the California Test of Personallty (Thorpe :ﬁfaié\

19;@ (Appendlx ) 5) .the Children's Pergonality Que§t10n~
(Porter et gx' 1965) (Appendix Cy)s the Wechsler

—-—gﬁ = iy =252 |

Inmelllgence Scale for Children (Wechsler. 1949), and the ) ﬁéﬁﬁ.

.,

|

Torrance lests of: Creat1v1tv (Torrance, 1966) (AppendlﬁjJ) R

of these above tests the Torrgnce Tests of gregt1v1t¥

is the,moet subgectlve 1n the scorlgg procedure. The wrlter
i

scored these creatlvity tests accordlng to the direc ns in 3

u¢megpanual; but to ensure that these scores were reliajﬁe. a .

‘ sgrond marker also scored the teste - u51ng onlx the manual

- ' T
e '\ R . . o~

as a gulde.
‘ -

I The mean Pearson prdduct-moment correlatlon

.coeffic1ents of these two sets of scores as repor%ed by

” . .
A . ,40 .
N : |

o 81- -



.f‘l’“
Torrance (1966, p. 19) were: fluency, <991 flexibility, .95;
and originality. .91 for the'verbal tests; and fluency, .96
flexibility, .94 originality. .86; and elaboration. .91 for
the nonverbal (figural) tests. ' |
This compares with the toliowing Pearson product-
moment coefficients obtained- in this studyt for the verbal

.ifests -< fluency, .99; flexibflity. «95; and originality,

82

93; whlle for the figural tests - fluency.'.99| flexibility, |

xg 86; origlnality, .96;3 and elaboration. «99. It would seem

‘that the markers of this creativity test were condistent-in

gg their scoring procedures. and that they had basically

‘followed the scoring instructions as given in the m@nual. ..

7;§m As the "Self-concept Cards" (Appendix Ay ) were.
‘i derived- from .six different sources, each hav1ngfa d@fferent
‘rvsconing system, it whs necéssary to ‘eatablish a ‘new methodu
of scoring«, The flrst step was to div1de the 200 cards 1nto
“*' two categories. The first category- was labelled "positive

¢ in the sense that the placement of a card ‘intoia’ high- ]¢4
frequency box such as "always" and "most’ of the time”

demongtrated a positive self-image (eg., 1tem 80, "I can be
trusted“); The second catégory laheiled negative ' 1ncluded
.respbnses in which a hlgh frequency 1ndicated a negative or
poor self—concept (eg..‘item 26. "I behave badly‘at home )
Most items clearly fell 1nto either category and se?eral

Lg; j_items which were not clearly negative nor positive were

PR S

; [
Yerifxed as such by another rater.




The second step was to 1dent1fy the characterietlc
that the 200 cards were attempting to reveal. Seven |
characterlstlce were identified. behavior. echool~related
functions, physical statue. anxiety, popularity. general
happiness, and famlly relations. More areas could have been"

defined, but the above geven seemed- to be the most important.

o After the self-concept characteristics were idennl-

‘fled it was necessary to place each self‘oncept card into

-

¥ AR N e
.concept ecorﬁ%ght ‘be useful. Co . ) . ‘-"_‘ R

. unanipade ement. In 61" cards. four raters reacheﬁ agree-

C g ,
categoryh 4N e remalnlng 23 cae?s. two categorie
catep | |

‘into the categoriesg

bard into a category accordlhg to what bqéy felt was the - major‘

'one of those. ‘areas. Although some of thevéards could have

- @W L o
been 1ncluﬂg@ 1§‘more than‘one area, it Was feltnthat the e

<

4

elaboratlon of tpese areas as, separate,from a global gelf- .

? 3
In-order to place the cards as’ accurately ae‘poesible &

0

fve raters. wére used. These raters’ SR

" were all educatlona, ,-s famllxar w1th school settlnge. They

L W
were glven the seven cat ories and werejaéied to’place each
. N . J", ' ‘ .

" theme of\that card. In.31 cards alr flve raters achieved

&7

85 casesy three raters agreed upon the

MBnt;;

received PN

equil‘votes, and ‘80 . a slxth rater wae used to brea the tie.

’,

vAppendlx Alo glves the seven categorlee and‘which self~

“fconcept cards were 1nc1uded in each area. . /

\_,.\‘7.

 Scores for each area were obtaﬁhed by giving weights

¥

of 5. L, 3. 2. and 1 respectiVely for responsee of always .

(4

"must of the tlme » "sometimes" ’ ”hardly ever’. and never

.

o,

v

LA
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for those cards labelled "positive"; and weights of 1, 2, 3,
4, and 5 ;aspectively for responses of "always”, "most of “the
time", "sometimes™,” "hardly ever", and "never” for those
cards labelled ”negative"; In this manner a numerical score
could be ascertained for the student in each of-the seven
areas of self-concept as well as a total self-concept score.

For comparative purposes the "Self-concept Cards"
(Appendix A9) wegf also givgn to one grade two'claes. one
grade four class, and one grade six class. The mean sgelf-
concept scores ih these classroom tests were compared to the
self-concept scores of thé”subjécts in this study. The
method of presenting the self-concept items was varied to
accomodate a classroom eet£ing. The items were duplicated
on individual answering sheets. After each item students
could check off one of the responses ofs "always”, "most of
the time", "sometimes”, "hardly ever", and "never". Thus.
the ifems remained the same as those used in assessing the
avid readers, but only the responding technique was altered.
It was felt that this slight modification in the manner of
regponding made véry little, if any, difference in the out-
come thanvif the response boxes were ugsed. None of the
students given this group form of the "Self-concept Cards"
was used as one of the 36 avid-reader subjects. 'Sufficient
gcores were gatheréd to warrant norms for both boys and girls
at each of the grade levels.

The scoring of the "Modified Test Anxiety Scale for

Children” (after Sarason et al, 1960; Peld and Lewis, 1969)
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(Appendix 83) was straightforward. Of the 30 items, a
gimple counf was made of the number of items where a response
‘indicated test anxiety. Thus the higher fhe score on this .
instrumeng. the more one's'anxiety about test situations.

Much of the information given in the "Initial

Interview"” (Appendix D2) and "Attitudes Toward Reading”

(Appendix Dl) was descriptive and not conducive to numerical

.4
evaluation. However, some questions were amenable. to 2

numerical presentation, but it is very important to remember
that the responses are the students'’ perceptions of events
(which may be diff?begt than the occurrence of the events
themselves). The following information was gathered in the
form-8f numbers:

1. the number of minutes spent weekly in reading
at home

2. the numbe; of minutes spent weekly'in free
reading at school

3. the nuﬁber of books and magazines the family
has at home |

4. +ne number of books ahd magazines that the
student has at home
| 5.- the number of visits made to the communit&‘
library monthly

6. the number of visits made to the school iibrary

monthly

- 7« the number of minutes per week that someone read

&

to the student before he started school
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8. the number of minutes per week that the mother
reads to herself ' iR

9. the number of minutes per week that the father
reads\to himself

iO; perception of school ability, reading ability,
reading avidness, reading importance, and importance of
good grades, i.e., questions 32, 33, 3%, 35, and 36 of the
"Attitudes Toward Reading" (Appepdix Dl)' (The responses
showing greatest value or importance‘were given a weight of
5, while other statements of decreasing value and impgr-
tance were given corresponding weights of 4, 3, 2, and 1.)

Much of thesabove information was also gathered by
the "Parent Interview" (Appendix Gy). In addition to these
preceding perceptions, the follpwing test scores wére
taken from Eumulative and other records: N

1. most recent reading vocabqlary gcores

2. most recent reading comprehension scores

3. mos; recent arithmetic scores

4. most recent spelling scores
. LS

5. any intelligence test scores (usually the

Primary Mental Abilities Tegt for grade one, and the Lorge-

Thorr..ike Intelligence Test for grade four). Much information

from the attitude questionnaires in descri-tive terms wasg
nevertheless still used to identify characteristics of avid
readers, even though these characteristics could not be

quantified.
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From the questionnaire 'yﬁat I\Would Like to do Best"

(Appendix E;)s three themes were idqntified. These three

themes and the corresponding items ares

1.

3.

Social relatibns

(a)
(b)
(c)

(a)

(e)

(f)

/

be the leader.of your friends
have lots‘of kids like you
have other people do what you want them to

always;havevyour friends want you to\play

wifh them

‘have somebne you can talk over your troubles.

with :;:'i o
always have someone who can help you when

Y ‘1 need help

kcademin acﬁievement

(a)

= (b)

be able to understand new ideae <

be able to do well in your school .work

Sensual goals

“(a)

(b)

have all your clothes, chairs, and .beds be
comfortable '

have good thlngs to eat

Comblnatlons of the aboye choices were presented two at a

time in 16 pairs.

The student's preference in each pair was

credited 'as 1 point toward one of the three themes. In this

way,

an indication of the student's preference toward social.

academic, and sensual goals could be shown.

Sweney'and Cattell (1966) identified many ergs and

sentiments in their School Motivation Analvsis Tegt
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(Appendix E ) ‘Rather than include ohe or two items for dne
erg..several ergs were ¢ombined. For,examp;e. item 575,
"I want to go on more p1cn1¢; was classified a®s a "hunger"
erg by Sweney and Cattell. _Since‘this.item waé the only one
related to a "hunger” erg, if was included in the category
of a "sensuous” erg inétead.
| The ergs (or motivational driv8s) derived from the

SMAT, and the items related -to each erg ares

1. sensuous: items 1, 13, 19, 55, 56, 57.

2. narcissismi 2, 51 ‘ o |

3. gregariouss 3, 4, 7, 8, 16, 32, 41

L. growth 5.#6 W
5. humors .9, 10, 29, 45
6. depenSchy« 11, 12, 18, 31, 38, 39??59 .
) .

. sex: 14, 36, 47, 52
8. aggression. 15, 30,.33, 37, 40, 46
9. independencyL 17, 54 ‘ 
10. school abilityr 20, 23,.25, 34, 43
11. play: 21, 28, 48 | |
12. curiosity:s 22, 27, 58. 6Q»=
13. aesthetici 24, 26 |
14, protéctivea 35, 42, 53
15. acquisitions 4k, 49, 50
A respénse of "very much" was giQen a'weight of 53 "quite
a lot" was 4; "not too much" was 31 and "not at all® was
given 2. The preference of gsome ergs over other ergs could

thus be calculated.
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The "Teacher's Evaluation" (Appendix FI) only had 'Q‘
11 items which were classified into 5 categories. Of ‘the
5 multiple-cholce responses peesible for each question, the
most favorable (or a&jﬁsted) reepense was given a weight of a
5t while the other responses were given descending weights )
of 4, 3, 2, and 1 (for the response showing the most mal-
edjustment). r
1. adjustment: items 1, 7 | o i
2. maturity, 2, 11 .
3. emotionality: 3, 5).6; 8y 9 g ]
L, aégressionn b
‘5. achievement: 10 '
The first section of the QTeacher Interview" ]
(Appendix F,) had stores tabulated for four areas. The
hlgher the student 8 score in that area, the greater were
his characteristics in that area:
. 1. learningi items 1 - 8 ' -
e 12. motivation: items 9 - 17 X
-f;ssf creativitys items 18 - 27
Aiﬁ. leadership: items 28 -'37
.The second part of this questionnaire ebecifically agsessed
the student's attitude toward three aréae of readinga
1. reading in the classroomn item 1 -6
2. reading for pleasuren items 7 - 13
3. reading in the content areas: items 14 - 16 .Y

Scores were obtained for each of these three areas in the

same manner as in the preceding questionnaire.
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The last survey given to the teachers, the "Teacher
Questionnaire“'(Appendix FS), contained 8 areas of person-
ality traits singled out by this researcher:

1. 1ndependencen items 1, 10, 22, 23, 24, 28

; 2. self-concepts 2, 11, 14
<~/ ,’ 3. emotionality: 3, 5, 30, 31
L. dependences 4, 6, 15, 16 -
5. competitiveness: 7, 12, 13, 29
" 6. persistence: 8, 25, 26, 27
7. sociability: 9, 20, 21
8. Creat1v1ty: 17
Scores were calculated for each of these areas by sumging the
responses (expressed as a number indicating frequency).
0f the many questlons asked in the "Parent Inter-
‘view" (Appendlx G, )s only a few were chosen for numerlcal
déscrlptlonsl
1. number of older siblings
‘2,  number oﬁéyounger siblings-
3. attendancé‘at soﬁe form of preschool
4, number of extra activities the student is
involved in |
5. attitude to the grade one teacher
6. attitude to the grade one classmates
7. nﬁmber.of minutes read to per week in preschool
8.‘ number of minutes read to per week in grade one
9. attitude to present teacher

14. attitude to present classmates



11. difficulty in learning to read

12. number of fears

k13. number of minutes that father reads weekly tg
himgelf at home o

14, number of minutes that mother reads weekly to
herself at home |

15. number of minutes that the child reads weékly
to himself at home

16. number of books and magazines in the home

17. religious affiliation

18. number of books taken out weekly by the child
from the commuhity 1ib;ary. .

Many of the.above queétions were also aéked diréct;y-to the

students, ana~the answers were compared to those that the

parents géve.

The “Parentél'Questionnaire;;(Appendix Gz) was
'ahalyzed into several personality traits. The first scores
déscribe to what extent the parent feels the child possesses
tﬁe trait. ' The second set of'scores (preceded by "s")
'taken from the second part of the questioﬁnaire reflect the-
parent's wféheé about how they feel the child should be
(but not.ngqessafily is) |
nl.éﬁmatﬁrez; item 1
téﬂ sociables 2, St
'p3. relaxed: 3, 10
4, optimistic: 4

5. ..responsible: 5, 25, Sé

Lo
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6.) active:r items 6, 9, 20, 510
7. self- satisfaction: 7, S16
8. 1introverted: 8
'9. neatness: 11
10. léade;n 12, S4
11, pefsistence: 13, S12
12. depéndent: 14
13. generosi%yu 15, S3
14, ambitions 16.‘813
15. plans: 17, 23.
16. emotional: 18
;-17: sensuous: 19

18, : affectionates 21

~
L.

. 19"‘.
20. rationals 24, S20

-

‘adaptable: 22

21. obedience: S2

22. creative: S5, 87, S19

23. independent: S8, S11, S15

24, curiouss S9

25. compefitiven S17, sS18

26, abilitys S21, s22, s23 ‘

Coopersmith (1967) did not specify how his "Mother's
Questibnnaire" (Appendix éB) should be scored, so»a proée-'
dure was adapted similar to that used in the other question-
naires of this research. He defined three ma jor areas of
parental attitudes. Each area has some subscales. Because

he did not reveal what the contents of items 40 and 61 were,



they were replaqed with two 1tems reflecting the mother's
attitude toward the importance of reading.
1. Democracy versus Domination
(a) encouraging verbaiizationn items 1, 7,
33, 49,465
(b) excluding outside influences 2, 18, 3#;
50, 66 |
(c) equalitarianism; 3, 4, 19, 20, 35, 36,
51, 52, 67, 68
(d) comradeship and sharing; 5. 21. 37, 53, 69
2. -Acceptance versus Rejection
(a) breaking the wills 6, 22, 38, si, 70
(b) irritability:s 7, 23, .39, 55, 71
(c) rejection of Homemaking roles 8, 24,
56, 72 |
(d) avoidance of communication:s 9, 25, 41,
57, 73
(e) dependency of mothers 10, 26, 42, 58, 74
3. Indulgence versus'Autonomy
(a) acceleration of development:s 11, 12, 27,
28, 43, bk, 59, 60, 75, 76
(b) strictness: 13, 29, U5, 77
~(¢) intrusivenesss 14, 30, 46, 62, 78
(d) fostering dependencys 15, 31, 47, €3, 79
(e) approval of activity; 16, 32, 48, A4, 80



Each of the above areas was marked with scores of 4 for _
regponses of "strongly agree", 3 for "mildly agree*, 2 for
'mildlywaisagree". and 1 for “strongly disagree”.

The sociogram ghdicated at least 5 pieces of infor-
mation relevant to this study: T

1. the number of times that the subject was chosen
as a best friend (indicating extent 6f close peer relation—
ships)

| 27 the rank order to the question of "Who would
you like to sit beside?" (indicating popularity)

3. the rank order to the question of "Who would
you not like to sit beside?"” (indicatiné\ﬁnpopularity)

4. the rank order to the question of "Who do you
think reads the most books in the class?" (indicating peer
perception of réading avidness)

5. the number of people chosing the subject as
being the one readihg the‘most books in the class (also
indicating the é;tent pf peer perception of reading avidness)

Other demographic data was included for analysis:
sex, grade, rural/urban,-handedness; as well as other infor-
mation pertaining to groups, such as intelligence group (high.
middle, low), self-concept group (high, middle, low), family
group (well adjusted, average, broken home), extent-of-
reading-avidness group, and social popularity group.

Aside from the fixed variables such as sex, grade,

e}

and handedness, there were 209 dependent variables or bits

of numerical information about each subject.
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x- The preceding rectfion may have seemed tedious to the
reader, but since the scoring procedures were not available
: _;"‘:_.,L'\. v

\/ zn cited literature, alternate means of scoring needed to be

§§stabllshed. The intent of such quantification of the data

as to enable objective comparlsons between individual avid

readers and between groups of avid readers. In many cases
weighted scores are obtalned. which means that because an
unequal numbér of itens descriﬁed different traits; then the,
numerical description ofxg_}rait Wasnaveraged appropriately

¢ based on the number of items fepreaenting it.

Some data was included in an’ analysis of varlance.
other data in a ca\}elatlon procedure, while all data was
summarized into means and standard deviations. The fol~
lowing section details more explicitly the statistical

»

procedures and results.
II. FINDINGS AND RESULTS

A description of the pilot stﬁdy sample, main study
sample, and norming groups for the "Self-concept Cards"
has already been presented in the previous chapter, as well
as a summary of the aéhievement levels of the subjects.
The reader is rgferred to Table 3.3 for an analysis of the
achievement scores of the avid®readers used in this research.
The following sections offer specific resultslper-

taining to the areas assessed in this study.
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A. Intelligence

. The Wechsler Intelligence Scale for Children (WISC)

(Wechsler, 1949), administered individually to all 36 gub-

jects, provided an excellent indication of the range of
intellectual abilities exhibited by the av1d readers. The
results are summarized in Table 4.1, '

The asterisks in that table 1nd1cate which of the
lowest and hlghest sco‘gs were obtalned by left-handers.

This may seem 1rre1evant here. but this very unusual \)
_discbvery is expiained at the conclusion of this chapter.

The differences between the mean verbal, performance,
and full scale scores of the avid readers, compared to those
of the national norms, are all significant (.01). There ig
no doubt that the avid readers as a group performed better on
‘this 1ntellectua1 assessment than would a group of peers
'chosen at random«-

Of particular 81gn1f1cance is their superior ability
in 51m11ar1t1es, vocabulary, and information (the average
scaled score is 10, but the mean scaled scores of the avid
readers were 13.91, 13.74, ahd'13.25 respectively)’. What is
occurring is a growth of their word khowledge, word relation-
ships, and general stock of information -- a‘likely result of
their involvement and exposure to verbal concépts through
reading. '

The full scale score of the WISC for each student
was compared to factor .B (intelligence) of the CPQ, and to

Other group intelligence test results. The.mean Pearson

]



TABLE 4.1 T

MEAN SCORES ON THE WISC

i
[

3 P
P A

SUBTEST ¢ . LOW SCORE HIGH SCORE MEAN SCORE'
Verval 1 79%  14ke 114921
:Perfermance Q. 90% 139 112.806!
Full reale IQ B5* | T 133% 115. 281
Information g 5 ;%;--"v 20% 13.252
C%pprehension e C3 o qow 11,172
, _ Arithmetic E F"t: el 16* 11‘1582
m'vi_ Similﬁfities ) et 9 19 13.912
72//’/—" Vocabnlery R 7. "Kng”f; C13.742
e | ,‘_ Digitvsbén _ ' ‘5“ . fi%é' B @ 34.152
“PiCture completion _,'ﬁé §‘ 5 ; Ig* o 10.702
Plcture arrangement o 5;' ‘-VT 19': ) 12.632
',"Block desxgn T ;ﬁ 2l | ‘19 | - ‘“13-3?2
ﬁ.‘ObJQCt assembly o .. 6 L 17{5- i2.032

Coding . s 20 7. 452

X 1nd1cates that’ thls score was obtalned by a lef* -Handed .
MsﬁbJect . .. .

.
o

the averqpe score ig” 100.0 for the; 3rm group
2 the average 3core is 10.0 for the norm groUp

L
T

prod ct moment correlétiongs were 0.520 and 0. 678 respectlvely,

1n91cat1ng a ¢ood degree of conQ1etency in the various forms

.

of 1nte11ectual acsessment used 1in the study.
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B. (Creativity

The Torrance Tests of Creativity (Torrance, 1966)

*

assessed the creative abilities of the avid readers us in
this project. Their scores, along with those of comparable
grades reported by Torraﬁce in his norms are presented in
Table 4.2,

Throughout the geven rubtestd across. all three
grades, there were 13 subtegts whosge means were signifi-
cantly (.05) different than those reported by Torrance. In
three of those subtests (Figural originality) the mean for
the avid readers was greater than for the norm means, while
in the other eight differences the reverse was true.

In ajl subtests the variance of scores for the avid

)
regders was greater than that for the students used in the
norms. While it would appeér that avid readers are gener-
ally not as creative as their classmates, part of this dif-
ference may be explained by the inconsistency with which
Torrance® suggested the teéts be administered and scored.
For example, the directions to the students in the activities
partly state, "Try to . . . tell - . a story . . . by
addihg to und-building on your first idea." Then, in
scoring these subtests, a student is penalized for repetiti. s
-ideaé (which contradicts the instructions!). Several students
who cleverly tied one theme throughout their expressions

éubsequently received a much lower score than what they

should have.



99

19487 10° 8u3 3® queoryrudrs *¥
19487 G0* ayy 1®e IUBOTITUTTS

9°2¢4 08'68 299 %*#02 26 9° 04 06°9€ uorjeIOqETS
| . Tean31y
161 »%0€ * 53¢ T' 42 #%05*C€ (T wx0€'62 £31TBUTSTI0
Teandty
9°9T  ww0C'#I 16T . ww0h'€1 H'G1 #0L°€T A3TT11qTX8Tg
TeanS1y
» | ‘
(122 T 0405 C'ge *x0€° L1 €02 %09°/1 Kousny
Tean3ty
€ qy #sE{ 62 . €2¢ #.5°'G2 406 €46 AyTTRUTITIO
_ TEQaay
€42 gC*1¢ 752 - 0082 L'§T €4°4T A3TTTqQTXOTY
18QI84
2'19 $L*29 AR %00°6G A 8T HE Lousnty
: T8qQIa,
SHYON oSKdoN | T quwon
S(EONYY¥0I XIS mayes S EDNVENOI  ¥nod 3AVYD S,HONVYNOL oMl EQVHS
== XIS NI suggvay -= ¥N04 NI SyEQYmy == OMI NI SHEGYTN
ZAVYD ¥04 CIAV S0  =AVye ¥y QIAY J0  Favys y¥od QIAY J0

H400S NVEX  Tyoog NYEN  ZM00S NVEW EH00S NYEZN  mw00S NVEN  HTH0O0S NYIW LSHLENS

SWYHON S HONYYHOL MHog mmxpﬁm NVEN FATILOAISTH SHL SNTd {SYIAVEY
A
AIAY ZTHI J0 XIS aNY ‘¥nod ‘omg SAAVHD ¥Hodg ALTAIEVEYED d0 SISAL HONVYYOL, dHI NO SHY0DS NYTy
S hTIAV]




100

Nevertheless, it would still seem that avid readers,
on the whole, are not particularly creative according to the

Torrance Tests of Creativity.

C. Achievement Motivation

As described earlier, avid readers are usually good
achievers, particularly in reading. That avid readers also
express a strong dedire fo do well in general school
achievement is shown by the following results.

In "What\l Would Like to do Best" (Appendix El)' the

area ‘of academic pyowess could have been chosen as a
preference in 16 ems; social activities could have been

chosen a f 12 titmes, and éensual grdatification could
have been chosen 4 times. As was ‘anticipated, the academic
alternative was chosen an average of 11.32 times (70.75%),
which was twice as,frequently as sensual goals (mean of 1.30,
or 32.5%) and social activities (mean of 3.37, or 28.1%).

In other words, the avid readers were at leasf twice as
prone to select academic activities over the other two
desirable options, indicating a'fairly high motivation
toward scholastic achievement (see Figure b.1).

The School Motivation Analysis Test, SMAT, (Appendix E,)

(Swgney and Cattell, 1966) was used to seek the predispésition
Qf fhe avid readers toward 15 factors.- By averaging the
;weighting of rcuponses in each factor, one could arrive at

an index of the relati?e desirability of that factor in

comparison tc other factors. These results are r-esented

in Table 4.3,



“FIGUKE 4.1

PREFERENCES OF AVID ‘RKADERS IN CHOSING ONE OF THREE
AREAS PRESENTED BY "WHAT I WOULD LIKE TO DO BEST"
(APPENDIX El)

MEAN PERCENTAGE OF ACADEMIC SENSUAL SOCIAL~

THE TIME THE AVID PREFERENCE PREFERENCE PREFERENCE

READERS WOULD CHOSE
THE OPTION

100%

80%

60%

40%

20%

0%

Contrary to the results 6f the previous moFivation
%pestionngirer the SMAT shows the gregarious\(sociélj |
motivation of the avid readers to be of greater desirability
than the learning (school abilify),motivation facfor. The

scores however, are very close, and their difference is

likely not statistically significant. Because each of thesge

factors had a dlfferent number of items composing the total
score, and thus had means and varlances based on a different

nurber of items, no "t" teog\could be applied.

101
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TABLE &4.3

4l

MEAN WEIGHTED RESPONSE SCORES ON THE SMAT

FACTOR | ‘ MEAN WEIGHTED RESPONSE SCORE
f \ (MAXIMUM SCORE: §
MINIMUM SCORE: 2
AVERAGE SCORE: 3.5)

Protective erg _ o 4.36

Dependean\erg : L, 34

Aesthetic erg - 4.29

Grégarious eé& L. 24 ‘
School abi}ity er, | h,22

Narcissism erg; ! L. 21

Ageression erg b1k

Independénéy erg 14

,Growth-erg '4.12 )
‘Acquisition erg 4.10 ¢

Sensuous erg ’ L.o7

Curiosity erg | L,os

Humor erg - 3.80

Play fantasy erg - 3.76

Sex erg ’ | 3.54

Avid readers express more desire to be dependent L
than to be independent, yet show the greatest desire toward
some form of protection. A cloce examination of the types

of questions included in each factor suggests one reason

why the validity uf the SMAT is limited. For example, - °
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question 11, "I want to show'my fdther how great and
admirable he is" is included in the dependeney ergl But
one could also argue that a student\who responded with
"very.much” to this item uuld ‘be motlvated toward pareﬁtal
obedience, or affection, or security, to name a few. Thus,
the factors are nogbwholly inclusive,‘and items which
Sweney and Cattell claim to load under a partlcular erg
may in fact load under another. erg for the cases of the
avid readers, who, being an atypical reﬁresentatlon of a
norﬁal group, may be predispositioned in atypical ways.

It is somewhat evident that non-academic factors
of sex, play fantasy, and humor are relatively unimportant

to avid readers, while cognitive factors of learning,

aesthﬁficsi and security are relatively important.

D. Personality Tralts

Self—concept assessment. As described earlier,

the major test of self—conoept was the "Self-concept Cards"
(Appendlx A ), an amalgamatlon of several gources.. This
test was given to three classee, and the results are
presented in Table L.b,

An analys1s of var1an<e suggested no 51gn1flcant
(. 05) dlfferences between grades and sexes on any of the
factors of thig self—concept scale. Thus, for comparative
purpeses. tﬂe total means and variances were used in
deriving the results pertaining to the comparisons of the

means that the avid readers attained to the means of the

norming group.
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The means and standard deviations of the avid
readers on the ”Self?conqept Cards" were compared to thoge
of the three classrooms COnstituting }he norming group..
These resultg Are also shown in Table 4.4 along with the

Z-8cOores:,

It can be readily seen that in all of the areas of‘[‘

£elf-concept the avid readers ag a group sh5Wéd\§ignifi—

cantly (.Ol) more adjustment than dig their peers. ffﬁis\ii\

particularly evident in the Attitude that avid readers had \\\\\\\\\

about school and, school-related areas.
Each of the eight categories contained a différent

number of items. For example, there were 15 items describing

~ Some aspect of behavior, Whereas there were 27 items desg-

cribing school-related activities. If the mearn score per

item in each category were calculated by dividing the total
mean score of the category by the number of itemsg it con-
;aihed. then one could obtain an indication of the relative
adjusfment in each bategory. To illusirate this, considé;\\c
the category of "behavior". The a&id readerslscored a mean
of .57.9, based on 15 items. Therefore, eéch item had a‘@ean
of 3.86. If similar means were calculateq‘for the-other
cétegories then comparisonsg could be made to derive ‘he
relative adjustment that the avid réaders had in egch area.
These "item—meahs" are presented in Table b.s.

It would appear thaf the area that the avid readers

felt most adjusted in was school, with the family the next

most adjusted area. on the other hand, avig readers would
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TABLE 4.5

ITEM-MEANS FOR THE SELF-CONCEPT CATEGORIES OF THE AVID
'READERS AND FOR THE CLAsSROOM NORMINGlGROUPS

CATEGORY MEAN, FOR EACH ITEM MEAN FOR EACH ITEM
FOR THE AVID - FOR THE NORMING
READERS GROUP

(MAXIMUM SCORE; 5
MINIMUM SCORE: 1)

School 3.87 ' 3.45
Family | 3.85 | L;3.66'
Behavior | 3.81 3.63
‘1\$Happiness | 3,79 3. 56
Physical status 3.67° o 3.40
Calmness 3.56 3.13
" ity O 3.b2 3.21
Mean score ‘\\\\\\ 3.72 3.43

seem to show the leasgt adJustm\t in the area of pOpula:gty.
or in peer relatlonshlps. The " mean-ltem Bcores for each
category of the,"Self—concept Cards"” of the avid readers
were compared to the mean scores of the classroom norming
groups. _ x

The most noticeable chénge is the relative statUS'.
of "school", which was‘foﬁrth on the list of ad justment for
the classroom groups. as éompared with first on the list for
the avid reader grodp. One could assume that the avid
reéderé. on the whole, had a healthler attitude tOWard

-school than d1d their classmates.
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Anxiety. As alluded to in the prev;ous aection.‘the
avid readers showed significantly (.01) less anxiety than
did their peers. despite the relatively poor showing that
calmness had in the self-concept categories.

| In terms of test anxiety, on the "Modified Test
Anxiety Scale for Children" (Appendix B ) the male av1d
readers had a mean of U, 67 items:per 30 items that indicated
some degree of anxiety about test situations, while the
female avid readers averaged 6.61 items indicating anxiety.
Sarason et al (1960, p. 156) reported. mean scores of about
6.5 for males an? 7.5 for females in his American sample of
children in grades one to four. It would appear that avid
readers aB a group showed less test anxiety than the .
children used in Sarason 5 et al study. but it is not

certain whether thls difference 1s slgniflcant. as

\
A

Sarason et al presented thelr regults in terms of cor-

relation coefficients.

Standardized personality tests. The CPQ (Appendix Cl)

/by Porter et al (1965) descrlbed the subJects character
traits in 14 areas. The mean score that the avid readers
displayed in each of these traits is illustrated by profile
in the following table, Table 4.6,

The four most dominant personality characterigtics
of avid readers as'indicated by the CPQ were: higher mental'
capacity and ibstract thinking. greater emotlonal stabillty.

more self-assuredness and serenity. and greater spontanelty

and so¢ial boldness.
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The scores of the CTP (Appendix C2) (Thorpe et al,
1953) were computed in bercentiles? and therefore meang
could not be calculated. However, the following obser-
vations were made: the personal adjustment scores were
usually higher tharr the social adjustment scoresi: the
sense of personal worth wag by far the greatest area of
ad justment, followed by self—reliirce (independence),
withdrawing tendencies (" . . . substitutes the joys of
a fantasy world for aétual succésses‘in real life."

Ibid., p. 3), and nervous symptoms. The area showing the
least adjustment was in gociable behavior (indicating that
avid readers would tend to be forthright, aggressive, and
somewhat assertive); -

In the areas of school and family relations. the
avid readers did not score particularly well as a whole,
although there were gome avid readers who scofed at the
95th percentile *n thesge areas. Two redsons for the lack
of a better showing of school and family relations might be
in the outdated norms and relevant iééms for the test.~§s
réwell as the tendency for one jitem to make a great diffgfence
‘;(sometimes as much as 20 percentile points) in the per-

centile ratings.

Attitudes toward reading activity. The qQuestion-

naire which attempted to disclose the students' reading

attitudes, "Attitudes Toward Reading" (Appendix Dl) _ //,~



éonta&ned 38 items. Rather than detail the “number ana types
of responses for each question, a summary pf the results ie
: offéred below. '

Twelve girls (oﬁt of 18) and 13 bojs (Qut of 18).
when asked what they liked to do best at home, respondéd
with "reading” as one of their three responses.‘.other
popular ﬁypes of acfivities‘includedt sports, watching TV,
and playing with friends (for the boys); and playing with
animals, baking, listening to (or playing) music, and
playing dolls (for the girls). fOf the 25 children who said
that reading was one of their favorite home pastimes, 16
said that reading was the most favarite pastime.

At least two conclusions can be draQn. First,
avidnegs in reading seems at times to be limited to seasons,
special situations, different locales, different periods of
time, and so forth (rather than being an all—bervasive
>avidness in reading). Thus, fhose children who did not
igdicate that reading was their favorite hoqupastime |

\

~responded that it was one 6f their favorite séhpol pastimes;
illustrating that their avidness in reading was ;onfined to
school, and not extended to the home. This was so in five
cases out of 11. 'Thq remaining six students who did not
list reading as neither a favorite home nér: school acfivity
were all very athletic and appeared to do well in all of
their school as well ésxextracurricular activities.

Second, avid readers were not always the familiar

"bookworms" -- confined indoors, consuming vast quantities
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of books, and;having nc interests in non-reading activities;
but rather, many.avid readers seemed to‘engage‘in other
activities typical for their age and sex.

When posed the questlon. "What does readlng mean to
you?" the avid readers responded with some expected as well
as some unusual answers. Many focused on the entertainment
value of readingf "it's fun", "to relax”, "it's a pleasure

to be able to read". Others stressed the informative nature

of readingn "you learn about things", "I understand the
world better”, "finding out about people", "doing work in
school". Many avid readers mentioned both areas.

Some very insightful responses were algo given: "to

learn liurary skills", "there's nothing else to do", "it

means friends -- books are your friends", "when my dad
drinks -- I read -- it calms me down", "calms me down ‘if
I'm mad”.

Similar answers were given to the question, "Why do
you like to read books?"” 1Indeed, if the true answers to this
question were easily obtalnable, this thesis would be very
meager. Responses to this questi.. qften strikingly re-
flected the depth of children' rerceplions. "I am lonel&
when I go to read -- reading cheeru me up -- makes me happy" -
a grade two boy o divorced parents). "You can't learn
-unless you read" (a grade two girl of very high achievement).
"It makes me feel like one of the people in. the book" (a
grade six girl of extreme classroom alienation and unpopular-

ity). "To get relaxed -- it calms me down" (a grade six boy

K
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of parental alcoholism and hostility). "It makes you feel

suspense" (a shy, timid, very well-behaved grade four girl).

"It's the best thing I can think of to do with myself
I'm in a different world of my own when I read a book -~- I
get going and I don't want to stop" (a grade foqg rural boy
with no TV qet in the hou%e). Surprisingly, 12 gtudents re-
sponded with the notion that there was nothing else to do --
as if reading wefe a last resort. This woﬁld ra;se the
poSsibilit& that avid readers find reading intrinsically
more rewarding than watching TV, or sports, or perhaps even
gsocializing with friends.

The 1ist of reading materials submitted by the
students, in addition to their comments about what they réad.
ranged bver several areas: animal, mystery, sports, infor-

mative and other types of pOpular books commensurate with

their ages. ' » !

| In terms of how many books‘the students said the
family had at home, estimates ranged from 12 books to 1500
‘books. with the mean being 185 books (the pérehts' estimates
averaged 270 books). The .avid readers guss;ed that they
had an” average of almost 70 books and magazines of.their‘
own. Some had as few as only two_books.‘and others had as
man& as 300 books ané magazines.

School libraries were a more popular source of bodks

than community libraries. On the average the community

Iibrary was visited almost twice a month, while the school

library was visited about 4.5 times a month. The proximity
. \. . ) .
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of the school library pﬁameg library classes would
certainly account for fhis difference. B

When the subjecfs were asked to recall how much
they thought someone (mothef. father, grandparents, older
siblings, babysitter) had read to them before they.startéd
school, most responded with about 10 to 15 minutes per
night, averaging 106.minutes per -week. A very few number
of students responded with less than 20 minutes per WEek,
while soﬁe students felt that including the times that
someone read to them during the day as well asg bedfime
rex ‘ng; they would have been read to almost 2 hours daily.
Even though this latter estimate seems unlikely at firﬁ}
glance, there were parents who verifigd{this amount of
reading; relating how the mother would often take time from
.her housework to read to her child during the day. Purther-
more, in some cgsés there were several family members who
contributed in feading-to the child.

Wﬂéreas the avid readers estimated that they were
read to for a méan of 106 minutes (1.7 hours) weekly, the
parents' mean estimates of thisg reading time were somewhat
higher -- 143 minutes (2.4 hours) weekly. By thé time the
ch: d was in grade one, the améunt of time he was read to
decreased by half -- to 72 minutes weekly, and then grad-
ually reduced. There were cases where even some children

in grade six were still read to occasionally. This was so

when the mother read an interesting newspaper article.'or’a:
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short excerpt from the Readers Digesf. for example. This
information is summarized in Table 4.7. |
‘When asked how much they thought théir mothers read
to themselves, the gugsses of the ayid readers ranged from
10 minutes to 1890 minutes (31.5 hours) weekly, with the
mean being 276 minutes (4.6 hours) weekly. Mothers tended
to see themselves as)reading,considerably more than what
their children had estimated. Their estimates.ranged from
30 minutes weekly to 1700 minutes (28.3 hours) weekly, with
the mean being 464 minﬁtee (7.75 hours) weekly (see Table 4.7).
Avid readers ‘tended to see fheir fathers as reading
the same amount as the mothers -- the’mean estimate was 2%3
minutes per week. It would}appear that even though the
children would likely sée their fafhe?s much less than
their mothersvduring the day,.fathers would be visible in )
feading in the evening. The fathers' estimates of their
own reading tiﬁe per week averaged 393 minutes (6.6 hours).
. | Avid readers tended to éee themselves as reading an
average of 640 minutes per week (or 1.5 hours daily) at
home.. This was their estimate based on Whichever seagson of
the year they felt that they read most. Some students said
that they read most during the summer holidays when they had
plenty of time; Whlle other students claimed that they read
" more in- the winter when there was little else to do.
Their estimations ranged from a low of 140 minuteg

(2.3 hours) weekly to a high of 2100 mlnutes (35.0 hours),

whlle the mean was 638.44 mlnutes (10.6 houre) weekly. in



comparisg%{ the' parents' guesses of how much they thought
their children read weekly were sllghtly lower, averagiﬁg
540 minutes (9.0 hours) per week. |

The follow1ng figure presents a frequency distri-
bution of the average of the comblned mean parental and mean
self estimates of how much the av1d reader spent in free

reading in'one week.
FIGURE L,2

COMBINED MEAN PARENTAL AND MEAN SELF ESTIMATES OF TIME
SPENT IN FREE READING WEEKLY FOR SUBJECTS

NUMBER OF TIME SPENT IN FREE READING WEEKLY .

CASES (TO. THE NEAREST HUNDREDS OF MINUTES )
12
10

8 .

6 €0

4 .

: L]

0 2 L 6 8 10 12 14 1? 18 20

What is most obvious is the great range of time spent

per week in free reading. The least_time estimated was

comparable to one-half hour‘daily, in comparigon to the most

time spent, estimated at 4 hours daily.: In fact, several

mothers expréssed~concern that their children;were reading
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too much daily during the summer vacation, and some parents
even acknowledged difficulty in gettlng thelr children to do
household chores because of thelr reading veracity.

One form of statlstlcal analysis wag a one-way

analy51s of variance which compared three groups .which ~

defered in time spent in free reading weekly on geveral
varlables.t These groups were divided according to the
following criteria. The students in the high- av1dness
reading group (N= 13) were those students who averaged more
than 600 minutes per week readlng; the students in the
mid-avidness readlng ‘group (N= 13) averaged from 325 to 600
minutes per week reading; whlle the students’ in the low~
avidness reading group (N=14) averaged fewer thsn 325
minutes per‘week reading. The manner in Whlch the avidness
groups were selected 1s discussed here 1n reference to
Figure 4,2 (frequency distribution), whlle the extent that
these groups differed is presented later in thig chapter.
During free time at school. the avid readers
perceived themselves as reading about 150 minutes weekly
(30 minutes dally) on the average. This estimate varied
with the grade -- grade two students did not reagd as much
in school as the grade gix students. - i
vTable 4.7 summarizeg the previous results on the

parents' and students' estlmatlons of the time spent per
Week in free reading at home, ag. well as the estlmated times
of how many mlnutes weekly someone gpent reading to the

subject.
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TABLE 4.7

PARENTS' AND SUBJECTS'

MEAN ESTIMATIONS OF TIME SPENT

* WEEKLY IN FREE READING AND TIME SPENT READING

TO THE SUBJECT

MEAN SUBJECTS'

ESTIMATIONS

MEAN PARENTS'
ESTIMATIONS

Mother's weekly reading

time

Father' 8 Weekly reading -

time

Subject's weekly readiﬁg

time

"Amount of time that otherg

spent weekl
to the subj

¥ in reading
ect 1n

276 minutes
(4.6 hours)

273 minutes
6 hours)

638 minutes
(10.7 hours)

106 minuteg

464 minutes
(7. 7 hours)

393 minutes
«6 hours)

540 minutes
(9. 0 hours)

143 minutes
(2+4 hours)

118

preschool (1.7 hours)
LY

The correlation coefflclent between the parents’
_estlmates and the Chlld's self estimates of the amount of
weekly reading activity of the subject wasg ;elatlvely low
(r=0.248) and non-81gn1f1cant (.05), One could reasonably
' 1nfer that estimating the time spent at gome activity is not
an easy task to do, as demonstrated by the differences in
the parents’ versus the children B guesses. The younger
| children, too, would llkely have difficulty in- judging
lepgths of time.

| It is interesting to note that children saw themselves

as reading more than their parents thoughf the children read;
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and eimilarly. the parents saw themselveg\ae reading more
than the children thought their parents wene reading. It
would seem that there is an exaggeration here of one's
abilities, i.e., the Hawthorne Effect. It is not uncommon
for people to put themselves in a “good light". What isg
implied'is that if this tendency to see one's self positively
is extended to all the other self-evaluation instruments used
: in the study, :then results may be spurlouely high. This
danger was partlally safeguarded by  the 1nclueion of other
witness' judgements and observatlone. by more than just one
“aseessment of any tralt (three indexes of intelligence. for
example), and by an in-depth, comprehensive case etudy

approach. ‘

These av1d readere generally perceived” their parents
as being good readers and as wantlng them to read booke.
;Wlth the exception of two students, all the avid readers
thought that good grades in'school were‘"very important”
(mean score of 4.94), of less importance, but still showing
achievement motivation, was their attitude toward how impor-
tant reading was to them (mean score of 4, 45) Most of the
:ﬁv1d readers tended to see themselves ag being better in
reading (mean‘score of 4.27) than in general school work
(mean of 3.96) compared with their classmates (Bee Flgure 4 3).

When asked how many books and maga21nee they felt
they read as compared with their frlends. most (N—lh) replied

“many more". Twelve students responded with "a few more",

9 students‘wzth as. many as they do". and one mixed up



120
FIGURE 4.3

MEAN SCORES OF SUBJECTS -ON QUESTIONS OF READING ATTITUDE

e o ——— -
'MEAN SCORE ‘ |

(MAXIMUM SCOREs 5 -- VERY IMPORTANT
MINIMUM SCOREs 1 -- NOT IMPORTANT AT ALL)

5

Importance of Importance Perception Perception
good grades of reading of reading ‘of school
e , ability ability

a~

fellow with "fewer than they do" (see Figure 4.4). 1In
genérhl the évid'readers_do dis@inguish thqmselveé as being
more -avid in reading activity than their peers. |

i

E. Behavioral Observations

N
Some behavioral descriptions of avid readers with

. - . , K
reference to the amount of time spent iIn free reading have
already been discussed in a'previous .section on attitudes.

This section refers to the obseryations,and‘judgements that

other people have about the avid readers used in this study.



FIGURE 4.4

SUBJECTS' PERCEPTIONS OF THEMSELVES AS AVID READERS

NUMBER OF  EXTENT T0 WHICH THE SUBJECTS FELT THAT THEY

CASES READ BOOKS COMPARED TO THEIR PEERS

14

12

10

Many more A few more As many Fewer
books books books books -

Teacher source. The "Teacher;s Evaluation‘ofv

“gtudent'ngehavior" (Appendix F,) asked the teacher to rate
~_the personal adjustment of the subject in five areas. The
‘two‘areas which'eventually showed fhe gfeatest degree of .
. ad’justment W%Fe in achievement (mean score of L, 17 -~ a
ma ximum score. of 5 was for good adJustment. and a minlmum

score of 1 wag for poor adJustment) and lack of aggre581on

(mean score of 4.15). Overall ad justment (mean score
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of 3.92), maturity (mean of 3.72), and emotionality (mean
‘of 3.61) were the other three areas assessed.. Although it
would appear that the av1d readers as a group were evaluated
as well- adgusted by the teachers, there were individual cases
of poor adjustment.
o The "Teacher Interview" (Appendix Fb) used by
'Renzulll et al (1971) in 1dent1fy1ng superior students,
proved to be effective in further dellneatlng characterlstlcs
of avid readers. The trait which received the highest rating
was that of learnlng (mean score of 4. 32 -~ a maximum score
of 6 represented traits possessed absolutely all the tlme"
and a mlnlmum score of 1 represented tralts never" possessed),
with leadershlp qualltles follow1ng closely (mean score of
4«30) These scores wou}d be comparable to verbal descrlp-
tlons equivalent to more frequently than "to a considerable
‘degree" but less frequently than almost all the tlme ‘
General motlvatlonal qQualities rated thlrd (mean score of
3.93) whlle creativity traits recelved the least rating (mean
of 3.59). Thege resulte once again support the tendency for
avid readers to be competent achlevers. as well gs dlsplaylng
good adJustment in terms of personallty development and soc1al
relatlons.

The results of Rowell's (1972) attitude scale toward
readlng activities were alsgo very encouraglng. Here the

-
tedcherq were inclined to see the avid readers as belng

\

keenly interested in the areas of the claesroom reading -

programs, lelqure reading. and reading in tne content areas
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(means of 4.48, 4.34; and L, 39 respectively). See Figure 4.5

for a summary of ithese results.

FIGURE 4.5
PREVALENCE OF LEARNING TRAITS AND READING BEHAVIORS IN
 AVID READERS AS SEEN BY THEIR TEACHERS ON THE
" TEACHER INTERVIEW"'(APPENDIX Fy,)

.

MEAN SCORE
(MAXIMUM SCORE: 6 -- ABSOLUTELY ALL OF THE TIME

MINIMUM SCORE: 1 -—‘NEVER)

Creativity

Learning skills
Leadershép Qualities
General motivation
Reading programs

. Leisure reading
Reading iﬁ content aréas
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Responses “to one of Rowell’'s questions were revealing.
Item 8, "The student elects to read a book when the tiass has
permission to choose a 'free-time' activity."‘hadva total of
34 teachers responding to it. The distribution of responses ’
was as foilows. absolutely all of the time (9 responses, or
26.5%), almost all of the time (13 responses, jﬂté%). to a
considerable degree (8 responses, 23.5%), occasionally (3
responses, 8.9%), and seldom (1 response, 2.9%) (see Figure
k.6). The trend innj;yard the aviqfreager choosing to read
in a great deal of "free-time" sitdations. This is not un-
usual, since the teachers initially chose the avid readers
from their classrooms based upon the visibility of reading
~activity among their students.

The four responses.in the infrequent Categories'were
unexpected. It would seem reasonable that avid readers
would cnoose to read more often than merely "occasionally"
and certainly more often than "seldom". A review of the
questionnaires of these four students suggested some clges
concerning a, logical explanation. The teacher who responded
"seldom" to the question added a note that the student was
difficult to evaluate because he was so wilthdrawn and shy.
Consequently many items were left unanswered. The student
happened to be transferred to a school with which this
writer had close contact, and the new teacher was querled
about the student's reading hablts. He was not noted to be
the most av1d reader in this new class, but still remained

- -
fairly interested in reading, and pursued it often (but not
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FIGURE 4.6

TEACHERS' PERCEPTIONS OF EXTENT T¢ {ICH SUBJECT CHOOSES

TU READ IN "FREE-TIME" ACTIVITY

'NUMHEH OF EXTENT OF rCHOOSING READING DURING
AVID READERS t FREE-TIME
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to the extent of being keen). Two possible resolutions to

this inconsistengy may be that the teacher misread the

v
question, nnd thus her answer is invalid; or more likeiy
(and this susplcelon was gathered from several sourcesg), thé‘
classroom atmosphere was so stifled that the student did

resort to reading because it was .one of the few activities

that he was allowed to do.
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The tenchegs who responded with "occasionally” to
. this item may have perceived "free-time" as meaping class-
room time granted.to the students to participate in a choice
of activities, and these four students may not have regularly
.chosen to, read then; but they may have chosen tc read at
other times such ag at recess, lunch hour, after school,
during gym, and perhaps even during regular classroom
instruction when they should have been doing schoolwork.

The "Teacher Questionnaire" (Append!x FS) adapted
after C. P. Smith (1969b) included eight areas upon which
the avid readers were rated. Results indicated two areas of
high predominance, four areas of mid—importance.fand two of
low importance. The avid readefs' self—concepts and ten-
dencies toward independence were rated qdite favorably by
the teachers (mean scores of 4.09 and 4.03 respectieely -~
a maximum score of 5 indicated a high ocCurfence of a trait,
and a mlnlmum score of 1 1nd1cated a low occurrence of a
tralt) The traltc rated as .being somewhat predomlnant were:
5001ab111ty (mean score of 3, 70) ., persistance (3.66),
vcreat1v1ty (3.63), and emotlonalfcontrol (3 52); énd the two
areas of relatlvely low occurrence were competltlveness
(3.05) and dependence (2.64) (see Figure 4.7y, s

From Figure 4.7 it can be seen how competltlon . rated .
"~ poorly w1th avid readers. and it could be that by thelr very
natures av1d readers chose non- competitive act1v1t1es -~ as

reading surely is a non-competitive, independent, solitary

activity.!
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FIGURE 4.7

MEAN SCORES OF TEACHERS' PERCEPTIONS OF TRAITS EVIDENT IN
AVID READERS '

MEAN SCORE o .
(MAXIMUM SCORE; 5§ -- HIGH OCCURRENCE OF TRAIT
MINIMUM SCORE: 1 -- LOW OCCURRENCE'OF’TRAIT
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It would seem tha: 4 positive sélf4concept linked
with mature, responsible behavior would be the outstanding
characteristics of avigd readers as indicated by this test:

-

instrument.



-The numerical ratings that the teachers used in
_evaluatlng students were very useful, but their comments
to the following question provided further refreshing
.insightss "What characterizes beside the fact
that he/she reads books? What other things about him/her
make him/her‘outetanding?"

The resulting comments illustrate the diversity of
thoughts given by teachers concerning the subJecten gsengi-
tive, uses the knowledge gained from her readlng to apply to
a solution in everyday life,‘his over self-confidence leads
" him deflated and so he will lose himself in a book, good
‘sense of humor. extremely etubborn. cannot accept another
point af view without an harasslng argument, ertremely
mature, wonderful dl°pOSltlon. has a-tendency to get
(emotlonally) hurt .verbally aggressive,:spontaneous. can
see the beauty in words, eitremeiy artistic, a'help to those
requiring aseistance, inquisitive, very kind, unable to cope
with frustration, well- behaved does not participate actively
in a group. | |

-Had all the teachers responded to this question. the
gamut of responses would have doubled. There .are several
themes throughout the nature of the teachers' cOmments.

They would certainly be as much’ a ref{\ctlon about the‘
teacher as about the student, but they are worth notlng.

Avid readers would seemlngly be one of Several types
~according to the information amassed about them to this

point:s (1) the academically and behaviorally
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well-endowed student who ié mature, cooperative, and a good
learner, i.e., the "bookworm", (2) the socially likable
~-reader who is popular, pleasant{lfriendly. and usually
'athletic; who has many friends; and reading is an extenslon
vof a v1brant1y outgoing person, i. e., the "star of the class"
(3) +the frustrated and often insecure student having some
but few friends, poor peer relationships, $ho seeks coq-
solation in books, but does not seem to shine in any area,
i.e., the "miéfit", and (&) the social isolate of often
poor academic performance, with llttle (if any) frlendships;
almost invariably from an upset broken famlly. i.e., the
”loner - Now these descrlptlons are not mutually exclusive
nor exhaustive, but they do provide a crude framework upon
which to view the critical role that the”family plays in the

development of a reading av1dness attitude (any attitude for

that matter) in childre... B

Parent source. Initially the parents of the avid

readers of this study were used in order to gain further
insight intb behavioral patterns of the subjects. But asg
information came in,’it became increasingly evident that the
home atmosphere was assuming a more and more important role.
Attltudes of parents about, child- rearlng. about discipline
and educatlon, and bellefs surroundlng their particular
chlldren kept surfacing in the behavior of thelr chlldren.
To cite two examples,’con91der the case of a grade
two girl w1th a very hlgh 1nte111gence score, very popular

peer ratlngs. and outstanding school records. Her father .
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spent much ti;e with/her at breakfast, lunch hour, and
frequently after school because of his midnight.workvshift.
The time that he spent with hisg daughter apparently had a
great deal to do with her success. The second example
conéerns a érade six boy wht had repeated one grade, was
~doing very poorly in school again, and was relatively un-
popular. His parents falled to keep their scheduled times
for interviews, did not telephone to show thelr concern, -

and often were forgetful of when the boy wasg g01ng to be
tested. The boy misged two 1nterv1ew sesstbns, was late for
a'third, and practically slept th;bugh another. The hafah
‘comments here“regarding the student reflect the famiiy
situation, where this writer's frustration toward the lad
must algo have been felt by the boy toward his parents.

Once again, parental patternb set the trend in the chlldren.

» Some of the information collected from the "Parent
Interv1ew" (Appendix Gl) is presented under the heading of
"demographic data" later in this chapter. The following
summary presents mostly the parental attitudes and philo-
sophy of chlld—ralslng
| Of the 36 famllles 1nvolved in this study, inter-
v1ews were held with 32. Interv1ews were . not conducted with
two families of the children used in the pllot study as: the
wrlter had lost contact with them. Of the other two gamlliee
having no interview, one mother plalnly refused to grant a

1

meeting, while continued efforts to arrange a meeting with
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the other family were met with non-compliance. Thus, the
following flndxngs are based on 32 family lnterviews.

Eight students (of 32) did not attend any form of
preschool prlor to grade one. Without exception, all of
these etudents were rural. where difficulties of transporta-
tion may have been encountered. There were, however, other
rural children who did attend at least a three- afternoon per
week kindergarten. Most of the remaining children did attend
kindergarten, but gome only attended playSChool,

The avid readers felt "enthusiaetic. eager, and
excited" about school before starting. This was the way
the parents remembered it. The term most often uged to
descrlbe the preschooler s feelings about school was,
"He/she was really ready for it." One child was described
as non-committed, while two were‘seen as not wanting .to goi
One boy treated it as an 1ntruslon into his playing in the
outdoors. ‘while the other boy beganoto really like it in
'grade two.

With one exceptlon the attltudes of these chlldren
towar!ﬁkhelr grade one teachere were exceptlonally positive;
or, as the parents put ity "he would cry if he had to stay
hone". "he liked it even more", "terrific!"™ The one
exception was arural grade four boy who did not attend
kindergarten, and who‘spent a good portion of his first
year feellnf awed, but he did manage to pick up quickly in

'hls second year of school.



The mean scorerf attitudes toward the gfade one
teacher was 2.77 (a weight of 3 was given for an attitude
of "very good", 2 for "good", 1 for "fair", and 0 for "not
good at all"). The mean score of attitudes toward the grade
one peersg was élightly less, at 2.39,. 'As>the children
advanced through the grades their enthusiasm toWard‘the
téacher lessened, while their general attitudes toward
their classmates remained the same. The mean score of
attitudeg toward their present teachers was 2.46, while the
~mean gcore of éttitudes toward their present classmates was
essentially the same at 2.35 (see Figure 4.8) ag the
- attitudes toward their grade one clasémafes.

fBhe average number of outside-of-gchool activities
that the‘%vid readers participated in was almost 4 activities
(mean number of activities was 3 97).. There was only one
avid reader who clalmed to have had no extracurricular
activities (the rural grade four boy previously mentioned).
The three most popular areas of participation werei Sunday
échool (23 responses, or 72% of the students claimed to be
involved in this activity), organlzed sports (20 responses,
or 63%), and formal music training (15 responses, or 47%),
Other activities includeds 4-H club, Boy Cubs, crafts

classes, and Brownies. .

‘Parents and older 'siblings read to the avid readers
when they were young --' some as little as 10 minutes weekiy
and others as much as 500 minutes (8 3 hours) weekly. .This

amount of time was roughly reduced to half by the time the
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FIGURE 4.8

MEAN SCORES OF ATTITUDES OF AVID READERS TOWARD THE.
TEACHER, PEERS, AND LEARNING TO READ |

MEAN SCORE
(MAXIMUM: 3 -~ VERY GOOD ATTITUDE
MINIMUMs 0 -- NOT GOOD AT ALL) .
3 /
.2
.
0

Attitude Attitude  Attitude Attitude Diffi- .

toward toward toward toward culty in
grade one grade one rresent present learning
teacher * péers teacher peers to read

child had éﬂtered grade one. Children from families class-
ified as"broken“; (i.e., one-parent fémilieé. or families
with other obv1ous turmoil such a8 alcoholism) wg;e rgad to
an average of 56.3 minutes wgekly. Children from families
cla991f1ed as(”typical” were read to an average'of 101.7
minutes weekly. while children from families descrlbed as-

>

very close and well- adjusted were read to an average of

"200.2 mlnutes weekly.

i

With respect to the amount of difficulty their child

had in learning to read, most parents replied with “no
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trouble at all", although 81x bnrentn q&d reply with "some”
trouble"”. ’The mean response Weight wag 2.81 (a score of 3
was\"very Voéd")'which was the area SHOWing the greatest
Aadjus tment in the "Parent Interview" (see previousg Figure
h.8). |

Items 36, 37, 39, b7, 48, and 58 of the "Parent
Interview" provided insight into the parents® phllosophles
of child-raising. These items reflected tJ what extent
parents set limits and guldellner for their chlldren. and
to what depr@e they were involved with act1v1t1es of their
children. Mogt pnrents (N=26, or 81%) had set some type of
rules regarding the 1ength and type of TV the child was
allowed to watch. Six famllles had no such,rules. ~\

‘When it came to parental rules regarding the rgadlng e

of books, 19 parents (59%) had no'rules set‘ye% agalnst he

1ength of tlme that their Chlld spent reading books. The
parents who did set rules had to establish then because thei
children were reading too much, not getting ehough'fresh air,
And frequently reading until muéh past their bed time. Con-
cérn;;g the rules about the types of books their éhildren
read, 22 parents (69%) had no such rules, clalmlng that thelr \
chlldren had wise choices of readlng materlals. The other

10 parentq would have conflscaned "skin" type books.‘or other
material of an X-rated nature.’

In the area of the #xtent to which these parenfs

would allow their children to make their own decisiong, 8

parents (254%) Actually encouraged the child to make early
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responsible deciaions, and they tried to interfere as little
as possible ‘into their children's dec1910nq. The majority
of parents, however, (N=23, or 72%)Awould allow for much
deCisiqn-making; but they would interfere with some matters
ndtldirectly harmful or injurious tolthe child;‘while one
.parent (3%). suppressed the child's decision-making activities.

The importance that the parents placed on the
attainment of good grédes reflected- ba81cally two attitudes.
Ten parents (32%4) saw good grades as very 1mportant - a
goal to be achigved amongst all others; while 22 parents
(AR%) saw goéd frades in a broader perspectlve ~- a goal
surely‘important. but not to the exclusion of happiness and
fa;yg};~rounded personal growth. No pdarents gtated that goéd
gfades;gsziﬁiifégort?ét.

The parents' attitudes toward physical punishment
and .pline in general were truly indicétive of the
importance that the parents placed upon them in their
children's development. Only one parent denled the use—,
fulness of phychdl punluhment, saylng other methods worked
better. All other parents did uge (and were USing_in some
instances).some form of corporal punishment, usually
spanking. | |
o Virtually’evefy parent without exception testified
to the role that discipline played in their children's
\upbringind Thelr concern for their children was shown by
the numerous examples they cited in descrlblng their

dis cipllnary procedures. Neither were the parents too



strict nor too lenient, but they seemed to have gained the
respect of théir children through at least the consistency
of thelr dloc1p11nary procedures tempered with the great
care and attention afforded the chlldren.

Th1~ attention was further exempllfled in the number
of out°1de -of-school acthltleS the parents shared with their
children (mean riumber of activities wasg 3.65). It was not
unusual for parents to be involved as partlclpants in every
one of the five organized sports that thelr Sons were engaged
iny or for rural mothers to spend two po three hoursg weekly
chauffering their children to events in toﬂn.,or for whole
families to spend weekend activities as a group (skiing,
hiking, skating, viSiting, and so forth). |

From 4 subjective point oflview, it was the family's
cohesiveness as a unit that seemed to be the One most out--
standing tralt that would describe these avid readers. The
next chapter expounds upon this idea further. N

The mean number of books that the parents estimated
they had was 270.63,  ‘There were - significant differences
between each of the three avidness reading groups (hlgh.
modetate, And low) in the number of books that the famlly
had at home. It could be Sald that avid readers are found
in both environments -- from famili=e of abundapt book )
resources as well as from families of xnvimpoverished book\\
selection. | .

A second parental qnestlonnalre. labelled Parehtal

Questlonnalre (Appendlx G ), attempted to a351gn some

-
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numerical descrlptlon to the traits that the parents would
identify as being both more prevalent and more deSLrable

in their children. Table 4.8 ‘below lists the mean gcores on
the traits of the first section of the questionnaire which
would reflect the degree to which the parent felt the child
possessed that trait (a maximum score of 5 represgents a hlgh
frequency of a tralt, and a minimum score of 1 represents a
low frequeney of a trait).

Parents tended to see in their own) children what
they wished to see, and thus Table 4.8 is as much a re-
flection about parents' attitudes as it is in describing the
traits of children. Affection, ambition, and maturity are
seen as predominant traits; while timidity, dependence, and
emotional control are viewed asunot characterigtic of avid
‘readers. This seems to fit the pattern described previously
by the teachers® perceptlons.

The second part of the questionnaire stressed the
qualltles that a parent would like to see their Chlld
possess. Hence. the results, presented in Table 4.9 would
give some indication concerning the personality character-
istics valued by parents.

The three most desirable traits repregent. virtues
that most parents would extol zenerosity, happiness,
and striving toward success. Also high in this list were
'the traits of being ebedient and ambitious,} It would seem
~likely that parents supporting these traits would.also

perpetuate them in their chiidren. and this avid-reading -
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TABLE 4.8

MEAL SCORES FOR TRAITS PARENTS DEEMED THEIR CHILDREN

POSSESSED .
TRALT MEAN SCORE (Maximum 51 high
frequency
Minimum 1s¢ low
- frequency)
Affectionate 5.00
Ambitious 4,86
Maturity L.78
Generosity L.63
Emotional L.61
Sociable L.49 )
Responsible L, uy
Adaptable ' u,uo
Optimistic h.29
Self-satigfied L.23
Sensuous L.21 $
Active 4.03
Leader k.00
Persistent 3.96
Plahning k - 3.89 i
ReIuXeq ° 3.60
Neat 3.56
Introverted 3.06
Dependen, 3.03

Rational (not easily upset) 2.45
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'TABLE 4.9 o
MEAN SCORES FOR TRAITS PARENTS DEEMED DESIRABLE IN THEIR

CHILDREN
: N
TRAIT MEAN SCORE . (MAXIMUM: 5 -- HIGHLY
' o DESIRABLE
MINIMUMy 1 -- NOT ,
DESIRABLE)
Generosity b,62
Self-satiéfaction L ,.54
Peréistence l L.50
Obedience L.28 7
Ability | 4.23 -
Ambition ' L.13 . ‘ 1
Independence : | h,12 - |
Curiosity‘ . © 3.87
Sociability 3.83
Creati?ity ' .3,74
Respopsibility “ 3.57
?motionai control 3.55
Competitive 3.45
Leadership ;Qulities 2.85_
Activity | 2.61
‘:}“ -

group of children would probably demonstrate a caring for
others (manifested by their popularity), a positive self-
concept (already shown), and ambition (by their motivation

bo reixd) .
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The "Mother's Questionnaire" (Appendix Gj) Attempted
to reveal the mothers' attitudes toward various facets of
raising children. This was done by assessing the mothers'

opinions in 15 areas, described in Table 4.10.
TABLE 4.10 o

MEAN SCORES ON THE "MOTHER'S QUESTIONNAIRE" ON FACETS OF

RAISING CHILDREN

TRAIT . ' MEAN SCORE | S
. (MAXIMUM: 4 -~ AGREEMENT
"MINIMUM: 1 -~ DISAPPROVAL)

Comrgdeship and sharing 3.61
;g;?Encouréging verbalization | P 3.46
o Feeling irritable . 2.88

Equalitarianism ' . 2.68

Approving the child's activity 2.63

Accelarafion of reading 2.52

Being strict I T 2.2

Eiciuding outside influenceé - 2.38

Dependency of child-raisihg role on mother " 2.36

Rejection of homemaking role - ; 2.32

. Intruding'into child's private affairs 2.22

Breaking the child's will 2.09

Acceleration of development : 1.90

Fostering deperdency of child on mother 1.71

Avoidance of communication - 1.70
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Unce again, the impoftance that the parents placed

on the humanistic traits of sharing is seen by  the agreement
they showed to activities involving gen sity énd comrade-~
ship. The mothers of avid readers tend® %o facllltate
rather than deny tke-verbalizations of their children. The
mothers tended to treat fheir children democratically rather
than autocratically; approvingly rather than disapprovingly;
acceptingly rather than rejecfingiy} and fostering a_posi£ive

relationship rather than thwarting it.

Peer source. The sgociogram was the means by which

the peers of the avid readers COniribﬁted their ideas .to
the building of a picture of reading avidness.

Avid readers were chosen as "best friends" of a
clagssmate on the average of 1.5 times per class. Some
avid readers were not chosén as a "best friend” by anyohe
in the classroom (suggesting no really close personal ties),
while other avid readers were chosen as "best friend" by
as many as seven peers (suggesting a host of cliogse personal

relationships).

A' Some avid readers were ranked as the number one

most pOpular student in the class. but this was rare (only
two cases). Other avid readers were ranked near the bottom
of the popularity list, and one avid.reader was the.mbst
unpopular student in the c1a§s. The mean runk for popularity

was 12.29, indicating that avid readére“nualzy »ssumed _an

average popularity posifion in the eyes of t.. class. T =2
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degrees of popu;arity of the avid readers were quite
noticeable, and these ihplications are digcussed later.

Avid réaders did not fair well when their peers were
asked to state who they thought were the students in the class
'feadlng the most books. The mean rank'was 5.931 in other
words, avid readers were usually recogni;ed as reading many
books, but fhey oﬂly rated‘about sixth in ah\averagé'cfass of
about 30 students. | |

This would suggest that the children of the class
would recognize oUtstahding students of athletic of aCadémic
ability, but when it comes to public recognition for self- ¢
: 1ndulged noncompetltlve act1v1ties. such as reading at
great lengthé* av1d readers were usually overlooked. The

1mpres51on one gains is that avid readers were a rather

| unostgntatious lot in terms of classroom popularity.

v

F. Demographic Data .

Some prellmlnary data concernlng the basxc constl—
tutlon of the sample has been given at the beginnlng of this
sectlon. Specific information pertaining to sex, grade,
fesidential setting, énd academic achievement was reviewed,
as well as the estimated times spent in reading.

This section summ;fizes additional miécellaneous
"ir | mation. |

Of the 36 avid readers, 10 (27.8%) were the youngest
in the family, 9 (25.0%) were a middle child, 16 (44.4%) |
were the oldest, and 1 (2.8%) was an only child. The mean

number of older siblings was 1.07 and the mean :-number of
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younger siblings was 0.92. The nofion‘that the oldest chila
in the family is more - inclined than his siﬁlings to be
aéhievement-oriented. and thus more inclined to strive

toward success in reading activities, can only be partially

upheld. '
The'average number of iptervieWB was 3.34.
Two éhildren of the 36 had only one parent at home,
whlle two other famllles consisted of a remarriage or a
nommon law marriage. Two additional families were in . some
sta@e of disarray because of one or both parents drinking
exééssively.
| .In 24 cases (66.7%) the mothers were ﬁotsworking

\

ime while their avid-reading children were still of

iool age. In the other 12 cases (33.3%) the mothers
did work while their children wer ung. Thls latter
group .contained five children desci.ied as being "maladJusted"
to some extent. This finding certalnly bears strong
lmpllcatlons for a causal relatlonshlp between worklng
mothers and "maladjusted” chlldren. \
% Eight families (22.2%) of 36 commonly spoke anbther
language a%‘home. but this dld not always indicate that the
| chlldren were bilingual. ‘ ' \\
"In 20 families (62. 5%) of 32; church attendance was\
regular There was a wide varlatlon of religious prefer-
ences representiﬁg th&‘denomlnations of the community. Ten
famllles (31.25%) did not state any church activity, and.

two fam;lles from the pilot study (6.25%) were not queried

-
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on thisépoint which was only added to the "Parental .
Questionnaire" after some interviews had already commenced.
One finding totally unexpected was that of left-

: /
5 to 10%\of the population, and that there is a greater

handedne%s. If one assumes that left-handedness occurs in
incidence of left-handedness and mixed dominance among
retarded readers, then capable réaders should logically
have avlowgr incidence of left-handedness. ‘But the reverse
was true. Of 56 avid readers, eleven (30.5%) were left-
handers in wry&;ngu'while another student was claimed by
his parents to be ambidextrqus in writing (but this was

not observed, and thus not considered as a true léft—
hander in the group of eleven). "

Nonetheiess. 30. 5% o} this group of a;id readers
' werelleft—handed. An analysis of vériance ﬁetween the*
left-handers and right-handers on the;40 most impoftant
variables demonétrated no significant‘diiferénces between
the two groﬁps. Referring back to Table Q.l..one can see
thét'the left-handers performed at the extreme endé of the
rahgesrin 17 out of 28 possibilities (or 60.7% of the cases
as compared with their represéntation of 30.5%).

Oné explanation for this‘unusual.phenomenon has
been proposed by Paul Bakan (1970, 1973). He studied
handedness in alcoholics and Hypnotic-prone students, and
made two conélusions relevant .to this study. Firét. left-
handers are more likely than right-handers to score.at the

2
high and 1qw extremes of the hypnotizability scale
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(Bakan, 1970), and this writer would extrapolate that idea
to include other scales (particularly intelligence).
Second, there is a higher than usual frequency of left-
handédne%s in groups of the cerebral palsied. epileptics,
mentélly retarded, delinquent (Bakan{'1973). and to this
can be addéd avid readers. Bakan explains tﬁese anomalies
in térms of brain pathology resulting‘from‘birth coﬁplica—
tions. This writer ié not familiar with any other research
which could explain the 'usually high incidence 6f left-
handedness within the avid readers, but there would geem to
bé a trend for left-handedness and other atypical traits to
- occur more frequently in groups which are selected on some
f extreme positions on a criterion.

A partial follow-up st&dy using other claesfooms‘in
the same dommunity #as’ungble'tq repliéate these results as - v
clearly. In this situation, 63 names of avid readers were
submitted by 21 teachers. Of these 63, seven (or 11.1%) |
were left-handed, which is much less than anticipated, but

still higher than the averages one would expect from a

random sample.

III. SUMMARY OF IMPORTANT FINDINGS

0f the 209 variables chosen for numericél analysis,
Lo were eventually ‘selected as showing the 625t promise in
terms of being relévant in describing avid readefs. These
uo-variablésrwere selected through a system of comparing -

/

several types of groups on the 209 variables. Theee‘groups
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were labelled as: male versus female, 3 grade groups,

3 family stability groups, low versus high IQ groups,
3 popularity groups, and left- versus right-handers. Then
several one-way analyses of vafiancés on these 40 items
were caiculated, using dbme of the abovq groups. Results
were significant (.05) in gsome variableé and not.inxothers.

Figure 4.9 lists these 40 variables and indicates
which (if any) of the groups arrangements showed any
significant (.05) differences on these variables. Also
included in this/ table in parentheses are differenées
“which are significant at the .05 to .10 level..

- Because of the number of subjects (N=36) and the
number of variables being‘examined. i.e., 40, a two- or
three-way analysis of variance was not performed. There-
fore..great care must .be taken in analyzing the results
‘not tolassuﬁe that each of the groups operatqs iﬁdépendently
of the others. The manner of displaying the data does not
show the interaction between groups. which may indeed by an
1mportant consideration. | :

But in general there are noticeable trends. The
grade six students showed more creative ability than the
grade two and four'students; but the grade four etudenté
showed hdre»personal'and gocial adjustment on the QIE than
either the grade two or six students. Grade sii'students‘
displayed the most anxiety toward being evaluated in test
situations, a result perhaps ofuthé increasing importance

of tests in the later grades. As can be expected,-.the grade
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FIGURE 4.9

1

SUMMARY OF SIX ONE-WAY ANALYSES OF VARIANCES ON 40 VARIABLES

.VARIAELE, GRADE SEX AVID- PAMILY SELF- HANDED-
‘ ' GROUP GROUP NESS GROUP CONCEPT NESS
' GROUP GROUP GROUP’

x indicates a difference significant at .05
(x) indicates a difference significant at .05 to .10

Sex
Grade ‘ . ' X n - (x)

Torrance verbal
fluency b ¢

Torrance verbal
flexibility X (x)

Torrance verbal
originality x

Torrance figural
fluency

CTP personal .
ad justment x ‘ x

CTP social B o
adjustment x x

CTP total
adjustment X X

Test anxiety | . X X x

Self-concept Cards:
Total : x

: Behavior ' , x
School S . - v x
Family ‘ x

‘Popularity = o | x



FIGURE 4.9

[

(continued)

VARIABLE GRADE SEX ' AVID- PAMILY SELF-
- GROUP GROUP

GROUP GROUP

| HANDED-
NESS GROUP' CONCEPT.NESS
GROUP

Self-concept Cards:
Physical gtatus

Calmness‘
Happiness
What I Would Like
to do Best:
Social
Academic

Sensual

Teacher Interviewn
‘Learning "

Motivation
Creativity _
Leadership (x)

WISC.
Vocabulary

Verbal IQ
Performance IQ
Full scale 1IQ

‘ Number of minutes
father reads
weekly -

Number of minutes
mother reads
weekly

Parents' estimates
"of number of minutes
subjects reads
weekly

(x)

(x)

(x)

(x)

(x)

(x) x

(x) X -

fX)
" (x)
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FIGURE h.9 (continued)

VARIABLE - GRADE SEX AVID- FAMILY SELF- HANDED-
: : GROUP GROUP NESS GROUP CONCEPT NESS

GROUP ' --GROUP GROUP

‘Subjects' estimates
- of number of minutes
~ Bubject reads

weekly (x) ; X B //
Achievement: =~ | ’
Vocabulary x . x - (x)
Comprehension X ' . X
Arithmetic ~
Speliing X X’
Handedness 4

Family group b
Social popularity |

six students also performed better thaﬁ gradee‘four and two
respectively in the achievement areas of reading vocabulary.
lreadlng comprehenslon. -and spelllng.‘ This difference could
not be shown for arithmetic since these scores were given in
| percentages which remaiked relatlvely etable across the
grade levels.

NoAsignifieant‘(.OS) diffegences for;sex were
demonstrated, but the boys tended to be socially-oriented;
while the girls were more inclined toward academic achieve-
ment than the boye.

As the students progress through achool they tend

to read more. Grade two etudents saw themselves as reading,
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an gverage of 324.58 minutes per week; grade four students ag
804.17 minutes per week; and grade six students as 758.75
minutes per week. The pardnts of these children estimated

. that their children read 505.00, 421.25, and 738.89 minutes
per week respectively. The more the students read, the

higher they were rated by their teachers in the areas of

learning characteriatice. motivational attributes, and ‘
creative abilities. The number of minutee the child’ read :
ﬁeekly was sgignificantly (.05) related to the amount of. ;‘
time the father spent reading, but not related eignifi—f?;
cantly (.05) fo the amount of time that the mother epent T'"_g&&
reading. .The more the child read. the better his achievement

level in readlng. although this finding could also be
eXplalned by the fact that the achievement level increases
with.grade level; and that it is the age which influences
both achievement and avidness. Finally, the children from
moderately- and well adgusted families show more reading |
avidness than the children from broken and poorly-adjusted
families. .‘ . | X

- Family sta%ility'also;has an impact on the avid
readers. Those children from broken families showed
significantly (.05) more anxiety toward tests, had lower
intelligence test scores. and: were rated low in learning:
and motivational attributes. Convereely. children from
close families where the parents are involved with many

facete of their children's activities showed the opposite
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results ~~‘lese anxiety,'higher intelligence scores, and
more learning and motivational characteristics. -

The avid readers showing the highest self-concepts
also demonstrated less test anxiety and more leadership
qualities (suggesting confidence in their own abilitieS)'
than avid reaqers with poor self-concepts. It could not
be said, however, that avid readers witn‘healthy self-
concepts came from well-adjusted families, althdligh the
results are indicative of this tendency.

There were no 91gn1ficant (.05) differences
vuggested between left- and right- handers on any of the
final MO variables.

In summary, this chapter by no means eXhauets all
the findings of the several testing instruments. Major
findings were dieclosed and briefly explored, and minor
findings were given cursory ecknoﬁledgement. The. result
has been the 1ntertwin1ng of several themes which are
related to the main concern of this study in the next
chapter.

Thene ere definite characteristics of avid readers,
- and in the sample wsed in this study the following fectors
| have remained as the most reievant: grade, creativity, self-
concept, inteliigence. social popularity, personality, and
family adjustment. The interrelationship.of these elements

in descrlblng patterns of avid readers is offered. in the

concludlng chapter.

Mrva i e e ol e
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CHAPTER V A

-

DISCUSSION AND IMPLICATIONé OF THE FINDINGS

The preceding chapter summarized thé major‘findings'
pertaining to avid readers. To this point several factors
haye been identified as being relevant in describing avid
readers, and this chapter will.attempt to unite thesé
factors.into various pafterns %escriptive of mbtivated
«readgfs. In addition, these results will be discussed in
reference td'the purpose of this study, limita{ions"will be
delineated. implications foroteaching dnd ‘curriculum and
for resedrch will be drawn. and finally{“a cpnclﬁding
'statement'will'ﬁe offered. | |
" 1. PATTERNS OF READING MOTIVATION

- That motivated (aVid) readers are different . from
their nonavid-reading peers is;appgrgnt. The prime dif-
ference is obviously the e;presaed keenness that these

.avid readers have toward reading activifies. The only
gingle éharacterietictpoasesséd by all 36 avéﬁ readers was
their entpyeiasm'for pursuing feading. No other trait &
measured hy the bgttery of tests was displayed universally
ﬁy this sample, althoughosome traits were possessed by
'hahy avid readers. ' For exampie, many of the avid feaders
were above avergge in achie#eménf. but not ail!subjects

*

demonstrated that tendency. o »"A;g?

%
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The task now is to identify patterns which will
depict the dif,ferenc'es that avid readers show among them-
selves. These d‘ifferences are »port_rayed in Tables 5.1 and
5.2 which give the original data gnd then the positions of
all 36 subjects . relative to’ each other on the seven fore-

ks

most traits. s
‘The subjects dre denoted by number to protect
their identity. |
In eachtgf the seven characteristic traits, three
levels were ieéla}edn Hi (high), Me (medium), and Lo (low).
Also Hie 1ndid§ted a very high demonstration of a trait by
a particular‘ﬁtudent. and Lo+ similarly showe. a very low
amount of that trait. For example, Lo+ for intelligence
indicated a very 1low IQ jcore of below 90. '
Thie“claseificeggﬂn of avid readers into one of°

theee three levels for each trait was undertaken for

.'lsever,al reay"‘e,_._ -- to -facilitate comparlsons between

*y;&:k or me"" 'o;f comparing scOres of'h &1fﬁe§nt§f@fﬁ

prY -
kv‘

,r‘eaders on & {basls of three verbal deecriptions rather

\ ( \',. L \1

tham meeny N\ ical dee’crlptions -_—n‘tn provﬂ\d&” a"f;;ame— x

l.. A}JJ ’L D

- and to provide a workamg gqyeﬁem of ongﬁ_n‘i:,: \iqifchr,gata

into manageabie unltu i‘n "th{ pux‘p bf ainerj'tifying

5" 3‘
}‘“zﬂ. ‘of avid readerg

iy
L ",,"

patterns an.d cha;rﬁs:xertiat,tc

e
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TABLE 5.1

ORIGINAL DATA CONCERNING THE AVID READERS

154

SUB-  FULL RANK RANK  TOR- TOTAL AVERAGE SCORE ON
JECT SCALE IN IN RANCE * SCORE GRADE THE
NUMBER WISC SOCIAL SOCIAL CREA- ON SCORE  MODIFIED
SCORE POPU- UNPOP- TIVITY SELF- IN .  TASC
LARITY ULARITY SCORE CON- ACHIEVE-
CEPT  MENT
CARDS ﬂ
1 96 11 8 74871 4.3 2*—1"
2 128 6 17 79 649 5.3 6
3 11k 1 23 83 666 9.7 10
i 122 20 22 124 686 10.5 - 4
5 125 38 2 83 670 10.7 . 5
.6 92 26 1 84 601 8.7 22
7 122 17 51 709 5.6 0
8 128 16 7 87 23k b 4
9 109 10° 21 . 119 756 <.y 0
10 123 5 3 57 927 6.0 1
11 109 30 4 155 660 9.4 . 13
12 128 9 22 184 723 9.9 2
13 132 3 24 78
o 133 13 1 ko
15 110 24 21 4o
16" 121 9 Q';‘1o T§Q&pf’{
17 107 12 18 12577
123 3 14 202

18




}TABLE 5.1 (continued)

j
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eor DULL - RANK  RANK TOR-  TOTAL AVERAGE SCORE ON
JECT ' SCALE  IN IN RANCE SCORE GRADE THE
NUMBER WISG SOCIAL SOCIAL CREA- ON  Sooom MODIFIED
SCORE POPU-  UNPOP- TIVITY SELF- 1N TASC
LARITY LARITY SCORE CON- ACHIEVE-
*  CEPT  MENT
. . CARDS
:' e 4 » . -
19 103 25 14 g “H&é 8.4 8L
20 110 13 15 ‘17ed "t a; 8.5 R T
21° 85 18 g4 136%77 giyy 7,6%~'”:1&é§r;‘
22 111 .19 26 498 - ggp 7.5 Lt
23 .9 22 5 8  653. ‘3:0: 1A
2k ) {33 ¢ 26 70 . 811 5.9 ¢ ¢
.25 107 121 3 987 5.3 ¢ 3
26 13 7 w2 123 Tggs 4. 3
'327 117 -2 19 ° 4o 674 2542 14
28 107 4 18 11k 961 g,y 14
29 .;%7f5“ 8 16 98 760 9.2 1
30 © 111 7 9 70 776 bo2- " 2
31 . 129 3 16 84 ,ﬁ38 4.9 3
SR 15 19 26 125 933 g 1
33 132y 22y g3s 1
& 3 128 18 26% 63. ogng 9.3 1
e - . | -
¥ 109 12 23 qug sss g 23 .
36 119 13 18 .89 722 9.3 |
: -

e
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TABLE 5.2

" POSITIONS OF THE AVID READERS RELATIVE TO EACH OTHER ON THE

SEVEN FOREMOST TRAITS

SUB- GRADE SEX IQ SOCIAL CREA- SELF- FAMILY ACHIEVE- ANXI-

JECT RELA- TIVITY CON- . RELA-*+ MENT ETY
NUMBER TIONS CEPT TIONS . :
1 2 ¥ Lo Lo Me  Hi Lo Lo~ Me
2 2 F Hi Hi . Hi Lo Me Q% Me
3 6 M Me Hi+ Lo Lo Hi 'M; Lo
I 6 P Me Me Me Lo . Me M% Me °
5 6 M Hi Me Lo Lo Me Hi} Me
6 6 F Lo+ Lo+ Lo Lo+ Lo Lq; Lo+
7 2 P Me Hi+ Lo Lo Me  Hi Ml &
8 2 P HL Lo Hi  Me  Hi Me - Me
9 Th M Lo Me Me  Me e Me Hi
10, 2 M Hi Me Me Hi+  Hi His Hi
11 6 P Lo Lo+ Hi Léq Meb Me Lo
12 6 F Hi Me Hi+ . Me  Hi i Me
13 & P Hi+ Hi+ Lo Hi  Hi o Hi
14 6 M Hi+ Lo+ Me  Me « Hi Hi . Lo
15 2 M- Me Lo . ‘gb Hi Me Lo+ . Hi
16 4 M Me Me Lo+ Me Lo Me Hi
17 i M Lo Me Me Hi Me Lo - Hi
6 .M Hi Hi ' Hi+ Lo  Me  Me  Me
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TABLE 5.2 (continued)

]

- SUB- GRADE SEX IQ SOCIAL CREA- SELF- FAMILY ACHIEVE- ANXI-

JECT RELA- TIVITY CON~ RELA- MENT  ETY
NUMB_L:.};W TIONS CEPT TIONS ‘
o 6 w10 Lo we we Lo Lo Me
| “% b F Me Me Hi+ Hi Me Hi Hi -
’;1 6 M Lo+ Lo Me: Lo Lo Lo+ . .Lo
22 b P Ye. Mg, Hi+ HL  HL M T Me
~23 2 ;%ﬁﬁqfﬁthg ..2Hi Lo - Lo Lo+ Lo g
24 2 (P HiTSH1+  Me HL ML Hie Hi
25 4 F Lo ﬁi+‘ Lo Hi Me Me Me
26, 4 F e KL e mi Me Me
27 ' 2 F Me Hi+ Lo Lo Hi Me Lo
28 )6 2 9 F Lo _Hi: Me Me Me Me Lo
29 b M HL HL. Me Me - i Hi® ' Hi
30 2 M Mo Me Me  Hi Me Lo’ Me
31 2 P OHL ML M We  mi Me Me
32 /o P Me Me  Me Me  HL  Hie s
A.- 33 2 M Me Lo ‘ ‘Lo+ Hi Me Lo+ Hi -
| 34-- 6 NM Hi Me Lo+ Me " Me Lo Hi
35 b P Lo Me Hi Lo+ Lo Lo Lo+
36 L M Me Me Lo Me  Hi Hi+  Me




The«following detailed explanation of how the subjects
were ranked in each t‘fit is based upon the summary of the
data presented in Table 5.1.

With two of the traits, there was no attempt made to
categorize studente evenly with one-third of the.group‘falling
into each area of high, medium, and low. In the social
relations category, whfch was an index of the subject's
populerity in the classroom, the eubJect'e rank order in the
popular choioee of his peerevwas compared with his rank order
in the unpOpular chojces. 1If the student displayed high
popularity and low unpopularity. he was classified 'high“
in’ thp eOOial trait (12 oibee) A student who had ' a low
populdbhohoice rank and a hign unpopular-ohoioe rank: was
7 rates .-'nit . *1own eooigl trait (10 cases), while those

students havin; egout theveeme rank in popular and unpopular

cholces were described as "medium" (14 cases). A
& The aeeignment of students to. the three positions in
"h!amily ad justment, the othex tralt with no fixed dietribution.
was somewhat subjective, "“Low" gtudents came .from families of
broken marriages. inetability because of alcoholism, and
etreeeful relationehipe due to situational factore. There
was no difficulty in idéntifying these seven capee.‘ Students
rated as "medium" (19§gaeee) came from familiep“ippearing to 
have normal or typical familial relationships. dhiia,studente -
rated as "high" (14 cases) were from families eeemingly Yf e
having great personal involvement and caring, ott;h madb |
obvioue by the extent to which parents of these children
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were involved‘in their children's activitiee. were aware of

their children's development, and were united in their own
beliefa of discipline and childraising. |
The family atmosphere was so discernible that the

writer was readily able to _categorize these families on the
“basis alone of the pnreonal interview with the parents.
Some data certainly aided in verification. Data gathered
during the family interviews revealed  the extent of the
parental involvement with the children'a activities, the
attitudes that the parents had concerning'Qiecipline and
childrearing practices, the extent to which the parents
were knowledgeable about their children's attitudes, and
other information concerning the parent-child interaction
within that family. | |

'With reapect to the other five traits. an attempt
was made to place an equal number of cases into each of the
three positions of Hi, Me, and Lo. Thus, one-third of the
sample, ®r about 12 students, were piaced in each of the
three leveleq It was felt that a three-part distribution
would give sufficient means for comparing some avid readera
to other avid readers within each trait and alao between
traite. Becauee the information within these traite was
numericaIQIthe decisions for inclueion of atudenta in each
of the three positions were more objective.

Grade two atudenta were assigned a creativity

poaition of 'high' if their acoree on the verbal eection

of the Torggnge Tests of Cregt;v;tx (Torrance. 1966) were .
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'yabove 791 "medium” for scores of 57 to 74; and "low" for
scores below 51. Por- g!ade four students scoresg of above
149 were "hignh», 98 to 125 were "medium", and below 89
were "low"; gnd grade six scores of above 155 were “high",
114 to 144 were. "medium". and below 84 were "low",

The eelf—concept 8cores used were taken from the

| total score that the students received on the ”Self~concept
Cards" (Appendix A9) Scores of above 776 were rated as
"high", from 722 to 772 were "medium", and below 709 -
were "low". ) |

The full 8cale score fronm the ﬂ_§§\wae used for

determining the IQ poaitionu a score of above 123 was

~ f'!
O

given a "high" poaition. from 110 to 1224waar”medium". ' ﬁgpr

and below 109 wasg "low"»

) The area of achievement was categorized according
to grade level. AB with the other traita. the four higheet
adhievere in each grade were rated as "high the middle
'four as "medium", and the bottom four gg "low", |

A position of "high" in the anxiety trait should
not be conetrued as indicating a high level of anxiety.
but as a high level of calmness (abeence of anxiety)
. Students whose 8cores on the "Modified Test Anxiety Scale
| for Children"*‘Appendix B ) were zero or one were given a
\ "high" rating. 2 to 8 were "medium®, and above 10 were "1low",
At this point it might ﬂ% worthwhile to review
and refocue the intent of this eegment of reeearch. In

. essence, 80 much information hae been gathered concerning

Al
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avid readers that it is difficult‘merely to summarize what
might be considered relevant and important. and to separate
thé® important from the unimportant findings. Seven areas
have accordingly been proposed as offering the most useful

>
-

and concise manners of describing avid readers. Within

these seven areas of intelligence, social relﬁgionshipa.
creative ability, self-concept, family nelationehipe.
achievement levels, and anxiety, the sample of 36 avid
readers may be grouped into: three levels equivalent to
high, medium. and low. This grouping was done for the
purpose of comparing avid readers with eachlother. not
yitn any random sample, or with able readers, or with any
normalized group. Thus, it is eseential to bear in mind

that a profile of traits ‘depicted below reflects the
preponderance of euch traits re;gtixg 1o ggg avid

rggdeg of the sample.

What is’ prOpOBed is a tentative claaaification of
the major forces that- appear to be- inducemente to reading
behavior, i.e., apparent patterns ofvfeaturee that may be
asgociated with avid readers. The aevenlaforementioned
traits would seem to be the most substantial forces de-

picting avid readera'and reading avidness (any cauaal

-relationahipe can only be implicated based on this re-

search alone). : - v . , o '\

The labels to the following patterna ‘were choeen
after a careful consideration of the data ‘available for

each,group and assumptions about how the traits within



each group or pattern were interrelated. Thus these labels,
while seemingly implying a causalirelationship, were used
‘mainly for ease of classification and discussion.' Further-
more, within the discussion of each pattern of avid readers,
not only isg data presented but also speculation concerning
poesible relationships between traits is given. 1t was felt
.that this speculation. however unfounded because of lack of
Bufficient evidence, may be useful in elaborating upon the
association of the traits in the particular ‘category of avid
reader. as well a8 indicating many possible areas of re-
search still heeded. What follows, then, are tentative
categories for analyzing the syndromes and patterna of

traits of avid readers.

l

" A Stndgnts.gxtendigg Their Cognitive Competence Through

'One of ‘the most outstanding profiles of reading

: avidness occurs in the case of the readers who rank excep-

‘,ﬁﬁonally high in most of the seven areas. Their prOflle.}B

illustrated in Figure 5. 1..( ‘

Of these nine cases, - seven were girls. These

students performed e;ceptionalfy Well in terms of achieve—
‘ment.»and appeared to have little anxiety toward school.

; They scored high on. creativity, had,relativelyvhigh IQ

.scores (ranging from 110 to 133, with a mean of 121, O).

- and were very well- liked by their peers. In terms of self-

concept and family relatione. both areas suggested very
.
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PROFILE QF THE STUDENTS EXTENDING THEIR COGNITIVE

FIGURE 5.1

RAC K
~ COMP NCE THROUGH READING

IQ SOCIAL CREA-

SELF-" FAMILY ACHIEVE- ANXI-;

RELA- TIVITY CON- RELA- . MENT ETY
TIONS CEPT  TIONS :
Nigh o~ e e el i «zIl-> B ottt
ST T T T BN
- medium w-ceemcccnnea- e e e e et e
1OW = e e e e e e
:
|
 SUBJECT .
NUMBER |
10 ¥ Hi  Me Me Hi+ - Hi _ Hi+ Hi
12 Hi  Me His+ = Me™ Hi Hi -Me
20 Me Me Hi+ Hi Me Hi Hi
22, Me Me Hi+  Hi Hi " Me Me
24 "Hi+ Hi+  'Me Hi Hi Hi+ Hi
26 | Me Hi Me Hi . Hi Me Me
29 CHL . Hi Me Me - Hi Hi+ Hi
3 HL HL  Hi  Me HL Me Mo
32 Me Me Me Me Hi | His Hi@\
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'good adjustment. In short, they had “everything going
for them". ' ‘ ‘“\ : ‘ .
}Thé parents of these children éxpreaaed a keen
interest in their childrenﬁs activities within the school
and within the commhnity.jand the whole family was often
involved in recreational and social activities euch as
‘camping and 4-H. During the interviews with these parenis
the father usually showed as much awareness as the mdther
concerning their child's deVGlopmént. Fathers would often
'volunteer information about the child's attltude in grade
one, his likes and dislikes, his peer relhtioh;ﬁips. his
anxieties, and other information about the child. 'The
parents oftén stated Sgat they encouraged their childrenQ
“to develop themsel;qa in many avenues of endeavor -- in |
éporté. crafte. y?gth groups, music training, religious
~_elclucation. and so forth. Although thies attitude of Qn—
‘couragement was shown in the parent interviewa. it was
not objectively asseaeed. | . .
As a group these readers are talented. -What they
‘do. they seem to do well. They are ueually good athletes.-
well-liked by teachers, and are claimed by thelir teachers
to Dbe more mature and reaponaible than their clasemates.
" Bxcelling in sch;;lwork is a portion of their credentials.
Total\involvement in projects ie,cqmmon -—‘theif supply ‘'of - ;
‘energy seems limitless -- and so it is with reading. When
they choosge to readr they do it wifh an apparent gusto --

il

a keennesa common to most of their undertakings. Their
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avidness (and achievement) in reading is indicative of but
one of their many attainments.

* The fable is told of King Midas where all that he
touched was turned to gold:‘vThese avid readers who excel
in 8o many areas seem to be blessed with the same . talents -~
whatever they attempt seems to turn to a successful accom-

plishment. _ i \

B. Students Seeking Solace In Reading

In comparison with the group of readers who
~excelled in many traits, the students in-this group

appear to lack such pOsitive attributes. They give the

Mon of being social outcasts because of their low
sel¥-concepts and soclial rejection by peers. The family
situation of the readers in this group is very clear and
unmistakable ~~ and- oddly tie most commonly associated |
characteristic of this type of student is that they are S
from broken homes (see Figure 5 2) : i
Consider first the number of traits in Figure 5 2
which were extremely low, i.e., Lo#. ‘A second obvious '
trend is that of the number of low traits -- each student o
having at leaet four. o S |
These students are characterized by kow‘ratings
in almost all of the traits assesgsed (with ‘the exception . hg
of creativity). They appear to be social isolates. show |

very poor se1f~concepts. have low iﬂtelligence and achieve-

ment scores. exhibit a great deal of anxiety about school.
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FIGURE 5.2

)

’

PROFILE OF .THE STUDENTS SEEKING SOLACE IN READING

st—————

IQ SOCIAL CREA- SELF- FAMILY ACHIEVE- ANXI-
RELA~ ° TIVITY CON-~ RELA - MENT. . ETY :
T;ONS . CEPT . TIONS
Nigh =eccmemeommam e e e »
n
~ 7 \
medium —ccvemmamua 7‘---\'\ ---------------------------------
‘ / \ ,
. / \
/ \
' V4 \ N L
) -/ \ ' i i
N %
ow d - ke - o -—un——-—-—-t-— —;:-A——-—-:*lc\ ———-——-‘-‘-’ —————
.. ”,’ . N — e - -
l/ [
‘.‘. -0
i
SUBJECT '
NUMBER
6 Lo# Lo+ Lo Lo+ Lo - . Lo . Lo+
11 Lo Lo+ - Hi Lo Me Me Lo
.19 Lo Lo Me Me Lo = Lo Me
21 ‘ "Lo+ Lo ' Me ‘Lo Lo 'L'o_f _ Lo .
23 Lo+ ‘Lo © Hi Lo Lo _ Lo+ ' Lo
35 Lo Me Lo+ Lo Lo- Lo+
»> 3y
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" families. Divorce or separation was evident in all six

‘cages.

e o 167
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and probably most important of all. come from broken

- families. Only their creative ability is not consistently
.'low. with three of these avid readers even showing high

4o
]

creativity. 3 ‘,~~ i
These*;ypes of students sometimes create behavior -
problems in the classroom and the occurrence of thege
students among the ranks of the\avid readers was not -
expected. w0
The role of the parents of these low-scoring avid -
readers in either helping or hindering “the development of
their children's avidness in reading is not clear.- However.
certain events within these families may lead to a picture
of instability and an attitude of parental unconcera. For ,r
example, of these six families,,two deniqd interviews with
the researcher. Could this be a reflection of parental ’/
disinterest? Economic hardships were seen in four of the . /’<
. NS

:Bix cases (evidenced in poor clothing, home decoration,

and general life-gtyle of the f%gily) Alcoholism was

deserlbed by the parents aT a problem in three of the 8ix

b

Fréquently'suchbevents within a family do lead

toward instability. If this is the case withlthese low-
scoring aVid readers. then ‘books and reading may possibly -
offer ‘80me solace/ior the child. _ 4 : o

It can be eaid that books may give security. The

‘story line of almost every ch 5 from despair



i

to a happy_ending. These children meyﬁ%&ow the deepair
within the family, but may lack the’ resolution of despair
as 1s often‘found in the happy ending. ‘
Books can provide coneietency. a form of activity
that these children»might be abke to gontrol, happiness.
olution of deepair. and g source of trouble free
activ 3* 'I‘he@e children eonetimee ete\.ted that they

liter ”withdrew or retreated" Yo other locations

-Q.
in their: hdme to..be aWay from the dlsturbancee -- hence
- a, form of " eecape re. . ing.) These chfldren seem to find
8olace in reading. g . @ .
° ) L \ . ¥ ol
Why ehOuldm*ome dqniente with such problems become
avid readers while other etudente do not? .Avidneee in,
reading may sometimes provide the only chance to excel
where sports, miebehaviore. and peer(ﬁontacte do not

alwaye do so. These avid: readere were usually vqpy timid

in the interview and testing eeeeione. ‘and it may have been

that aggrceeion was likely not a part of their behavioral
repertoire.; ‘; R o ‘j' J

==

.Their reading preferzncee were ueually non-fiction
and often included materials’ minimally acceptable at their
grade levele. This tendency may also be a reeult of their

v
e’

poor reading ability.
¥

These etudente poeeibly found a comfort in books
that they may have lacked ‘to some degree at school and homd.

It could be supposed that ‘the eagerness with whitch these '

students sought to read might be a strong reaction to some. g
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diecoﬁfort in their home and school q‘*uatione. ‘and that
Ay
the more the etudente #Lad. the more consolation they may

have‘found in reading. That other students not from broken .

families may aleo find solace in Egading is q poeeibility w

/%

that ehoulq$not be overlooked. k. -

o The six etudente chosen. fgr inolueion in thie

+ J category were students who .were described by twua chere
' in some manner as being "bookworms”, i.e.. whenever a spare
‘moment arOEe in the cla;eroom. these students wbre moot?w 4 " '

‘boften seen reading a book. Furthermore. theée étudenta
/‘ ¥

e

 were well- beha according to their teachers.

. . -

usually shy or
THT . ‘Theltwe : gpq g characteri@}ioe of theee eix .
/!readere as illgetmted i igure 5 jlrﬁ their relatively

)poor eelf—conoepta and hlgh intelligence eooreq. They are j B

w

de- o v _' ) E !

o competent eohievere. ‘and have little anxiety about ec&ool;~
» their family baokgrounde Buggeet etagility:&ne they seem- to°‘ i
ky be quite creative, o .o 'ﬁh" . ' .
Frequently a classroom will oontaih‘a*ehy. reserved,
vvery quiet. and very well %ehaved etudent who seems to be
' /adeépt in- echoolwork and peer relationshipe.‘but who mlgHt
have ohoeen to voluntarily retreat fron the normal class-
room bustle. Theee are students who appear to be intro-
, verted, and would perhape prefer to geek the companion-
ehipe of books rather than those of tfiende. They do not‘

appear to be social iaolatee. for they seem to be able’ to

<
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T theejgﬁtudenxe might begin to lose the capqpfﬂy to estab-

..‘
[

- Y W i

SIN

extend themeelvee pereonally if requdred. but maybde because
of their own timid natures. they seek and find coneolation B
in books, mt peoptie and &ctivitieq. | i - |
It ehould be stresseq here?that these students may
have the capability of being pOpular because the' :sem to
@haveathe adequate eocial skills but. they may not hooee to
uee them._ Only one student in this group was not well-
liked by her claasmatea. 'I‘hua theae etude‘nts may~be
eocially acceptabl.e. ‘but perhape they do ‘-not feel. comfortable

with pereonal interactions. become increaéingly rrustrated.

T and aubeequently may lose self—confidence and develop 1ow
Jﬂ‘eelfweoncepta. ' : 'L-,., ® - | o
,.;‘ ) There ia’nothiné preeented uin the data coILlected
@ about theee studente that would use their claeematee to

. & g i 8
‘ehun them. It* c*ld be that the timid pereonal natupee

Lo

Lr.may :create an 'aura of being wall floweps‘. ‘and eVentualfiy
'}lish personal tiee. and they may become morae.. and more wi .‘
_drawn. fThua. reading for theee intropeective atudenta

could posaibly bedome 4 means of avoiding sociaI contacte

' a‘nd engaging in a eubetitute activity which ﬁ" acceptable

-

to .parents and teachers. o / }5’__ - a,
The avid reade{‘e of ;this ‘group may tend to eeek : "*
paeeive aetivities. Reading is coneidered by many to be |
a relatively passive activity. and\ thus a pattiern of
deliberately eeeking reading becauee of ite paaaive nature

‘may deve10p more fully in thie group of studenta. From

\ o | . |
: 4 : - !

- : ‘ _ ’1
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trﬂ famiﬁ interview it was deemed that these students
-were usually conserva‘ﬁve. obedient, and came from familiesg
'Awhere ‘there appear ta be "aolid family relationshipe, but
. limited warm interpereonal interactions. and thus theee ' Q

*é’tudé'nte likely do not fipd pleasure in friendehipa. but:

!

within themeelvee from reading.

D. &udente Prone_ To Extringic Rewards v o *
' " Children frequently undertake a behavior W

behavior pa{ttern because of the rewarde accrued to them '

ae a result of their behaviore. JThe beﬁvior of engaging

in reading activ‘p}%‘ga is no excéption, for incentivee ' Y
oommonly arousg, Jpotivation to read vaat quantitiee of :
G $F-p . '
' . \ . ~ t\""a' . .
materiaﬂw : ) ;e % | | A
"p-  The problem lies in idéntifying thﬁﬂ% students. U ﬁ C

.
bd

How doe[a one know for aure that a student’ ia reading to
gain pereonal recognitig‘?i mate’rial prizes, attention. or
‘other fpleaeuryle stimuli.-- rather than reading for the | :
‘sheer internal Joy reading gives him? One solution td

this queetion* is ty examine the history of the reading . e
behavior of the student, ag well as obeerving his "reading -

behavior in later gradee. : Studenta who show no particular

3
ok e 7 a0 G RT :‘:«Jtﬁ&..dmm. P Y P P PP

reading avidneas in earlier gradee. and who suddenly ahow L ._ -
. great intereet i'n. regding booke. to be followed by a return S
. to reading lethargy are,”goeeible candidates “for incluelon | 4
. in thia categoﬁﬂ'i»‘ ‘&w buret of re&d'ing Wmﬁ‘?uy o -*”«:

be \indicative oi‘ ‘a rewarda b&eed classroom program.‘ Yoo . toT

w?
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These subjects who have tentatively been 1dent1fied
as students prone to be readily motivated to rbad by extrin-
sic rewards includg eubjects 1, 9, 17, jor and 33:,_All “five
subjects were _boys -- two from grade ‘two and thf;; from grade

" \
four. A profile of their pattern of traite ia givon in o i‘

-4

Figure 5.4, - . |
© These students are aeen aafhaving high eelf-.

‘concepts and as not appearing to be anxious about echool ,
"Bituations. Tneir family relationehipa seem to be rela- . |
_tively stable) while their social acceptance by peers is

not as great as that of aomq of the other avid readega. igv.
Thesa avid readera are also characterised by an achievement
level that 13 etill above average in terms of the classroon, ;.s'

2 +
n for the avid readers as a group. )

but yet Relows
| 7 oaders%who ara possibly motivatad by i

’
% .

external iﬁc@hfivee may not continue this involOament in
‘reading bocguseifhn material gains:ﬁay lose the power of .
incentives. .Their interest 4n reading is gérchance a -

leeting behavior which may be ﬁ&pical mf their lifost&lee'

-- they might readily adopt ang aubsequently abandon be—

haviors to the extent that thede behaviore are mate
rewarding. Theae types of atudentg might readily bec
' 1nvolved in prograggﬁo:fering a systqm of rewards. /o
It is hypothesirzed that these studont€/£
oriented toward maﬁ'rial gaine by the mars »r in wh%:h they'
were ralsed. Children may often undertaka only those .
act*vitiee that are gnlnful rather,than recreational. by

4
o
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" PIGURE 5.4

PROFILEIOF THE STUDENTS PRONE TO EXTRINSIC REWARDS
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o o . : . S, o
33 Me ' Lo - Lo+ . Hi . Me  ‘Lo+ Hi - :
1 . . ' N 3 2
— \ i
virtue of the ;rinciplos of competition. ‘work ethics. and f
. 3
matorial advancemont inctilled by thoir paronta.{ Thoﬁ do o
not aoeﬁ/to havo the ability to excel cxoeptionally well LF\(
in their achoolwork. yet thoir poaitiva self-concopta v "
'aoemingly provide &n- impotu= to meek out,rqwarq1ng A
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behaviors. They ne§cgs ‘u,urenta1 attention'%o some dégree,

Ao

and therefore ssek recogaipion and security in other areas. X
..

Once the rewarﬂr qte removed or have ngat their

power to stimulate, then\qhth:tudent may;move 6% to another

may not fully 1nternalize the

\

pleasure seeking activity,
eelf-rewarding nature of reading. ‘Further follow—up will

hopefully clarify the nature of the development of the

reward system in these students. Their fate, though. seems "f_
to have been surmised by the comment af~one teacher on a Q%Q.
questionnaire -- "He appears to have stopped reading after

, jiniehing‘lle reading chart.™ ' | \

“_E. Stude ‘Seek ogni tiv t ation
Eﬁie categor? or avid readers only has two subjects

" in lt. More subJecte to substantiate thie pattern were b .
' deaired. but unfortunatd!y none were euiteble. Other . | |
 subjects of the sample did not seem to fit into thie ’
";caftgory. nor could the two subjects of this category : o
e&eily be placed in oxher groups. Although the supportive
information of this group 1e insufficient at the moment.
there would still seem to be a case, however tentative. "‘u
- for propoeing thia pattern of evid teaders.’ o

‘ While most etudente diad ecknowledge that theﬁaiead ‘
“to "1eern thinggn, thig reason for reeding was not aiynxe

apperent in their peleotion or booke. However, tnere were

&

two students, ' both grede eix boys, who exhibi ted an almoet

fexolueive preference ror reeding educetional meteriel as

.



e - PIGURE 5.5

PROPILE OF THE STUDENTS SEEKING COGNITIVE STIMULATTOQN
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compared with leimsure material. 'ﬂﬁoir‘prorilea are ahpﬁn
19‘Figur0 5 3. | i,
Both - boya were 1ntslloctua11y cn&ewgd. but one was i
a highor uohicvor than the othor (the lbihr-uchievor of the -

two ‘demonstrated more test anxioty).‘ o o
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Whereas their self-concepts and fam

seemed to'beigood. the boys differed\vaetyy“
tance. . One boy was a, eociel.outcaat - hi sccentric

behaviors and verbaliggions could haVe set him apart from

his clasamates. Hi:f‘rf;_rence for academic“hdtivities and

echolarly reading ‘ may have frequently alienated
him from his peers. The other ‘boy had similar traite. but
appeareqdﬂo involve himself pereonally with ;%me class
activities, . too. ' | ' ‘ |

- Both boys were very knowledgeable in‘the scientific
field, and apparently did not seek the companionehip from
others in the claeeroom who were not interested in
chemietry. electronics. aviat!%n. bioloqy. and other areas
into whifh these boys ventured. - A . *r“'}

! ! . ‘\\c ,.v‘

These types of etudents(eppear'an be motivated |

‘ largely by a'cognitive drive, or as stated by Jenkinaon

(1964,,p. 49), by "a thirst for underetanding « o+ 1o
satiefy curioeity through reading. This cognitive drive .

was etrong in children of higher intelligence and not as

vi< ‘nt in children o? lower intelligence. as, Jenkineon_x

had huggeeted.
It is probably no mere coincidence that the subjecte

”gktting into thie category wére both boye from grade six.
°Fluency in reading (to the extent of learning from what one

reads rather than learning to nead) ie ueually not gained

until the later elementary ‘grades. THen the wealth of in-

~ formation available to tifh réader expands at a phonomenal
A . , ,

gmcial accep-

-

L4

¥

A

AT
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rate as hia roading ability and intoroste grscfkaqpnger
children have not yet gained .the o§pi¥tise in raadtng to
expand their knowledge from it. Gldor childron can ‘gelect
material according to what they wish to learn (or enjoy) |
.from it. : :
Q
. \ At the grado 8ix 1ovel boys have a much broader
- range of factual information portinqnt to their age and
sex to cﬁoose from than‘do tho:giqkp Girls would tend
to choose bloégraphies, natural‘seionces. and wildlife areas
‘in their selections; while boys would choose sports, pure
aciences. and mechanioca. Whareaa the areas choson by the
girls are .not ueually applicable to their daiiy activitiee.‘
“the areas picked by boya. on the other hand, may be_
1mmediQ§gly utilized in the form of obaerving sports Ny
ruloahqbuilding acientific oquipma;i; and watching.xheir \
4 .\ $

|

rather s er}orte:at car repaira. ﬁ'*
Why some boys of similar baokgrounds and traits
| do not also pursga knowlodge-eeeking reading activities f
ia not clear.~\§r?ta1nly pqraonality differencea with |
roapect to ne;d for learnlng (cognitive drive). curioeity.
and need for J%ar relﬁ%iohah&p&*mayasccount for some,

9 - ' . . \ :
dirrerenceg. - : ‘. o0 - - 4 .

P-Mmum ﬁ& ,

| To th;e point zive<txoups or types of avid readara . :

_ have been definod. Hewever, the. romaining eight subjocta L
could- not easily be’ categorized 1nto distinétivo patterna :

of traits. and yet thare seemed to be enough of a,weak - ':-‘“~

A . .
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thread of ®imilaritied in theee ‘latter subjects to prOpose

; two additional patterns. albeit very tentative: The first
pr0p088d pattern, containing only two students (and the |
'dangere of proposing a pattern from only’ two subiects is
recognized here). eeeme to deecribe studente who might use -
reading a8 an epcape from. boraiLm. The eecond proposed .
pattern includee atudente who;ﬁ reading(behayiore‘may be

reflectione of their congeni’ lpersonalities., N .

Some etudents seem 1 want to do little else: not

because they are neceasaril revented by otherelfrgg,doing”

80, but becausge they seem ]@ choose to do soffrThey may
; find 1ittle interest in schoolwork friendshipe may. not be

‘is$drtant. and there is "nothing else better to do" in
‘f i%hir own wogge. Thia type of avi&kreader ie not bored
with reading. but 1ikely bored with other activities (or

lack of activitiea). an

,mocond choiceq

¥ this type of'ayid reader is given in Figure 5.6.

ue reading appears to be a fd' S

other referred purauite. The profile of

» ~ Both eubjecte fittiné this pattern were boye Sy -
displaying low creative ability and low anxiety to school.
} They muet be discuaeed ﬁeparately to illustrate thein o
A differencea. 7 ;‘ . L, SN
: '_ Subject fumber 15 came from a family of ‘supposed
limited parental attentibn and affection., He wals 1ikely
oy not encourage at home nor’ at school to gseek either

educational x rgareational activfties and he was probabLy,n

rather\limite his selectione of activities. Having
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FIGURE 5.6

! .

PROFILE OF THE STUDENTS USING READING TO RSCAPE BOREDOM
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_' / eome prohibitione placed upon Him by teachers ané parents.°
.y

“he apparenxly turned yp books to eecape bOredoq/ Poseibiﬁ

o few exciting alternativea were - Open to him. '/Aw¥f;4

a,l

Thue there may be more cases of children whoae

‘handsg are so eymbolicalr&’tieg that reading pffera one of
the only means‘bf excitement in their_livee., This lad yet

continued t vhave a healthy eelf—ccncept and adequatev_

i

{
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intelligence, but was likely becoming increasingly dis:
enchanted with school -- which may have reflected upon
his school achievement (Lo+). On his personality tests
he showed that he wag extremely reserved, almost to the
point of being obsessively shy. Some other teachers in
grades three and four seemed to have been able to remove
some of his social problems, and a follow-up of his case
revealed that he was still a competent redder, but was
beginning to actively seek social contacts and other
activitie;. For this boy, avid reading was perhaps -.---
symptomatic of a problem -- a seeking of ctivity to ward
off sehsory and social deprivation. //a‘ ,
The case of the second boy is erightly different.
He was not outwardly festrained-from Beeking activities,
but instead w?s apparently ignored by hig parents and left
to choose his own form of entertainmgnt. He was a rural
étuhent and lacked friends near his home. Hié older .
8iblings were much older, married, and had children of
‘his age.

He seemed to have great difficulty in adjusting to
school 1ife, but by the time he reached grade four (when he
was described as being an avid reader), he had established
adequafe peér relationships (according to the results shown
on his class' sociogram). He appeared not to be competitive
nor .did he seem to have any chances to participate in organ-
ized sports. His avidness in reading prgbably stemmed from

his family 1ife where a limited selection of activities and



no peer relationships may have created a situation where he
had plenty of time on his hands. Perhaps he’*was a rare case
where television had little interest for him And reading,was
the next best alternative. ' '

The limitations that these boys faced in their family
circumstances are suggested in their low creativitx scores.

It is a sad reflection upon fhe plight of these
students when reading may be a last resort because "there '
is nothing else to do".
\\\\ Another type of ;vid reader indicated by the results
of thie research are those students whose behaviors seém to
demonstéatng desire to please others. These students
might accordingly undertake various actions that others
would find gratifyiné and may subsequently praiée the
reader. Their liking for and avidness in reading appear
to be extensions of their amiable personalities -- for
thch teacher or parent would not find a student's positive
reaa;ng attitude gratifying?

The profile of these readers is presented in
Figure 5.7.

These regders have at least four apparent traits
in common. They tepd to be socially well-liked, are
generally low in creative talent, éome from'seemingly

stable families, and are above average achievers. Their

self-concepts range from poor to good as do their intel-
lectual abilities. Their anxiety toward school similarly

shows a range of low to high.

182
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FIGURE 5.7

_ .
‘PROFTLE OF THE STUDENTS READING TO PLEASE OTHERS -
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0f the types of avid readers described, this group
of congenial' readers is the least clear and shows the
least ;mount of consistency with respect to common traits.
Although the six“students in this group all show a tendency
to be popular, they,are not consistently high in all the
other traits. Their for®€ and focus seem to be on personal
relationships. Their popularity would appear to originate
from their cooperative attitudes, amiable dispositions, and
willingness to "give and take". - -~ '

Thé congen;al" readers appear to be specially
oriented toward pleasing thelr parendg. This impression
was’gained from the parental interviewq. The home atmos-
phére suggested one ?f child obedience and servitude.
Children were seemingly rewarded materiélly and affection-
ately (emotionally) for compliance with the parents’ |
wishes. Even though other children have been raised on
the saﬁe techniques, these children seem to have faflen '
into a pattern of constantly seeking approval from others.
This approval might be given for appropriate social be-
haviors as well as for acceptable academic‘behaviors.

Reﬁding is an innocuous activity that usually
bleases teachers and parents, and in a sense, these
readers may be seeking reinforcement in mﬁch.the same way
as other readers who seek out reading activities to gain
material (extrinsic) rewards.

Thus the students'whd—read to make good impressions

on others may have found that in reading books they gain
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adult approval. Peer approval is not necessarily gained
from reading books, but may be found in other positive
actions. These readers also read for their own pleasure,
but the méjor thrust for their reading avidneés‘ﬁduid

1ikely originate from their desire to ﬁleaee others.

. ' ’ ' '
G. Summary of the Patterns of Avid Begderg

Figure 5.8 presents in graphic form a summary of
the patterns of avid readers.

.Five groups of avid readers have been outlined
(with possibilities for another two) but that is not to
preclude the pbssibility that there may be other groups;
Some children seemed to fit more than one pattern, and |
there certainly are char;;tgrfbtics'overlapping from
one pattern to another. Causal factors have been cau-
tiousiy proposed, and it is important to note that a
person possessing a combination of traits suggested in
a pattern will not necessarily be an avid reader. |

On the other hand, the training of children
toward an aVid-reading behavior is not an unrealistic

goal, but there are prerequislte provisions, and some

of these are suggested further in this chapter.
II. DISCUSSION

) The results of this investigation into the char-

acteristics of avid readers can be interpreted erh'
several perspectives. e
.

-
-
-~
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Avid readers as a group and as individuals, are
not homogeneous. In other words, there appear to be more |
differences than similarities between individual avid
readers and between patterns of indivi?uals -- and yet
they are all singularly categorized by their avidness in
_reading. Other than the\fact that avid readers engage in
much reading activity, there afpears to be no other single
trait whiqh is characteristig/of all the avid readers
surveyed in‘this study.

Prom the mamﬁoth amount of information collected
on each of the 36 avid readers, certain trends may be

postulated. r

As Aghgevegent

; Avid readers.are usually, but not QleiB’ competent
redders. While it is true that many avid readere read at
grade levels far superior to that of their peers, there were
also avid readers whose reading ability was at-or slightly
~ below gradeAlevel.

Achievement and interest often are correlated with
each other. Thus, students usually do well in those
activitiee'that‘they bnjoy, and conversely enjoy the
activities in wgich they succeed. The competent avid
reader exemplifieswthie ---he enjoys reading because he
fairs well in it. But the avid reader of limited reading
ability illustrates clearly that one need not necessarily
excel in reading achievement to be an enthusiastic reader;

Avid readers may and do seek pleasure in reading.activities

L.
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even though their reading achievement level is not great.
Thus, the theory of need for achievement which explains
behavior according to the desire a person .has td‘attain
succegs. does not fully explain why poor readers can become
avid readers. _
In summary, avid readeri/ggnd also to be competent

readers, but poor readers, too, ﬁay also be avid readers.
'This finding is important for understanding the lim}tationa
of disabled readers, for teachers and clinicians often expect
the poor reader to progress slowly at tasks in which he does
poorly; but this research has 1ndicated that even the poor
reader may have a capability for becoming an avid reader,

and thus greatly magnify his chances for success in

remedlation.

B. Intelligence

A8 in the case of achievement level, avid readers
also tend to be above average in intellectual ability.
Howeveg. even though the mean IQ score of the sample (i.e.,
115.28) was well above average, the ranges of the IQ scores
(91 to 133) indicated that both children of superior mental
. ability as well as thoge of below average mental ability
may have the potential of becoming gvid readers. In terms
of remediation, clinicians and teachers should not therefore
l place limited expectations on nonavid (and often disabled)
readers.of below average intelligence; for though they are
faced withldebilitating circumstances in terms of réading
ability at one point in time, they may in fact possess

~
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latent characteristiés for becoﬁing avid feadgre at some
future po?nt in their lives. | <

dhe effects of high reading activity to the intel-
.lectual developmént of children is not clearly illustrated
Yithin the confines of this research. But it is quife ‘
evident thét avid.readers generally have a goqd vocabulary,
a ‘broad scope of knowledge, and an gbility to reason with
- abstract verbal conbepts. These are three areas of intel~
ligence which are highly verbal, and because the avid
readers tend to do quite well in them one mightlexpect that
this would be a result of their fepeated exposure to many
verbal=concepté.through reading. Thus there is a strong
implication that through much reading activity, one may
bréaden his powers of verbal reasoning, and subsequently
better prepare himself for interpreting and utilizing

written material.

C. Creativity ‘

| If the assumption is made that the Torrance Iég;s
of Creativity (Torrance, 1966) are a valid assessment of
the creative talents of avid readers, then the logical
conclusion must be that these avid readers, taken as a
group, are not as creative as their American peers. Of
course there are exceptions, and a few avid readeré did
gshow promising creative abilities. One student suﬁge-
quehtly won awards.forqhk§ prose and poetry, while another

student almost abandoned his leisure reading to devote
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‘more time to his artistic sketching. -But.these were the
only two exceptionally creative avid readers. |

Two logical éonjectures of the finding that avid
readen:’g?e not particularly creative wauld be that avid
readers é&y*not“bé'éip;eésive. nor’dp they seem to develop
their facilities of divergent thinking through reading.
_ Reading can be regarded as a receptive skill in
much the same way as is watching television, even though
the former appears to réquire more complex cognitive
abilities of memory, perception, comprehension, and
mediation. Visual stimuli in reading are words and
| letters, and sometimes pictures; but the reader is guided
. by the author into creating an internai visual image of
the characters, scenes,vand'actioﬁs within a story.

- Thus, written verbal cues hay provide the stimuli
in forming creative ;magery (and perhaps it is the fan-
tastic, incredibléJdreams created in the min&é of the avid
- readers that might draw them cohtinually béck to the printed
word. Whoev;r has read only a portion of The Hobbit by
J. R. R. Tolkien and not the whqle b&ok. has left a banguet
after the hors d'oceuvres). 1t might\be the case that avid
readers have thus been conditioned td respond internally to
written messages, and might have had little chance to ex-
press outwardly and Ereatively the uniqueness of their
reading experiences. -

To create an image from few cues is not the same as

réconstrﬁcting an image from an ample supply of verbal cues
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(as written material does provide), and thus it may have
been a difficult task for some avid readers to create

" from ngthing' as compared to "remoulding"” what is already

there.,

D. Achievement Motivation -
' S

The use of projective techniques to assess a ‘ "
student's need for achievement was not undertaken in this
study, but rather, objective means were used to.appraise
the student's desire toward academically-related areas.

| Avid readers wpuld frequently choose to participate
in academic activities pﬁreso than in play activities.
Since most avid readers haﬁ attained a very competent level
of academic achievement, their need to achieve see;ingly
would have been subsequently met, and thus they might not
necessarily express in fantasy any'gfeat need for academic
success.

Nevertheless, avid readeré do appear to consider
scholastic achievement very important. Likely this is a .
goal'uphéld strongly by the harents. and most children,

avid- readers or otherwise, would probably show similar

. desires.

The doncept of achievement motivation is given
limited recognition in this research. PFirst, the exfent
to which it is used to exﬁlain contemporary motivation is
so pervasive that ite exclusion from this research would

seem an oversight. Second, its use in explaining the

<
~

,
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motivation of avid readers may be 1limited, and thus it 1s

given perfunctory acknowledgement.

E. erso ity and Attitudes
The most outstanding personality feature exhibited

by most of this sample of avi& readers is considered by
the writer to be their positive self-concepts, and in
particular, thé;r héa;thy self—concépts 29Ward home and
,echoéi. With some notable exceptions, avid readers
génerally feel good about themselves -- they seem to be

a confident, happy, relaxed, well-adjusted group of
children. B | ‘
| It woﬁld seem basic in deséribing the qualities

of keen reﬁderé that their self-images, their eatimatiqns
of their.own limitations and accep%ance by others, would
cbrrespond with healthy desireé to attempt positive be-
haviors. The gfsitive stimulations and feedbait that

they enjoy from reading would foster a feeling of con-
fidence in their personal value. They might further seek
\éositive reading behaviors, may become further reinforced
and strengthened; and thué the intertwining o>f self-
Aconcept anq'reading activity results, much in the same way
as does tkg relationship between self-concept and rea&ing
ability. duandt (1972) and others are to be commended for
continuing to stress the significance of the role of the
self-concept in a person's reading growth.

The standardized personality.tests used in this

study revealed that as a group avid readers seem to be
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emotionally stable, self-assured, and uninhi itéd (wci ly
spontaneous). This information correlates well with the
expressed self-concepts of the avid readers, and addition-
ally, suggests that avid readers may be independent in terms
of social behavior -- that they may not neceasarilyvbe
qvgrly introverte \\or shy, timorous folk.

e prominencg of reading in their lives stated by
these avid readers was impressive. Their attitudes toward
reading were extremely favorable, as waé/expected. The time’
‘ they stated that they devoted toward redhing was sometimes
heager. sometimes bhenomenal. but it can be stated with no
uncertainty thaf at this particulgr moment in their lives,
they were indeed truly avid readers.

Avid readers seem to have a keen insight into whaé
readiné can do for them._‘They appear td have becomegvery
adept at reading, and control their reading preferences and
beha?ior in much the same way ag a guitarist adds his own
interpretation and selection to musical scores. Avid réadefs
are also usually aware of their own avidness in reading books.
" Being selected as an avid reader was no surprise to most‘;fi
them, as they were quite accurate in sensing and expressing
their own attitudes toward reéding.

As gérents and teachers were alsd asked to describe
the personality and behavior of these avid readers, their
observations are worth noting. The learning aptitude of
most avid readers was strongly indicated, as well as their

social and personal adjustment. Avid readers tend to be

independent (they would seek activities-on their own
. ‘ . .

[ T WO
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volition with parental permissidn). They do not seem

competitdVe, except pernapsAfor seeking academic prominerce.
. Y ) o ¢ _ ) ‘
Parents of the avid readers generally sée their

" children as mature, responsible,, and affectionate; but
what is .more important is the attitude that these parents
had about their children. ,Thé parents apparently saw
; their_c?ilq;enfln very‘poeifive ways, and very éften
suppo;£;d theif children in their childfen's decisions.
) Yet the children were usually firmly guided by the parents,
limitations and consequences of behavior seemed clearly.
 estab11shed. a consistent phllOBOppy of discipline was
manifest. and the chilerﬁZWefé seen as being very obedient
to fheir_parqnts. » | | ’
Tﬁéwpositive:attitudeé'bétween avid readers and. .
g their parqpte appeared to be reciprocal -- each contri-
buting to ‘a relationehip that was usuﬁily warm, close,
| anq understanding. Unfortunateay. many children er%.
bt&kgn,homeé expressed no strong family ties, and their
reading actiwity-égemed-a.minof event to thé‘family.
But for most cases, thgggarental 1nvolvement with the
chlldren 8 activities and interests seemed to act as a

Acatalyet for a growth of & positive self-concept in their

i P
children.
F. Behgvior '

The assessment of the av¥d readers' personalities

and attitudes was reflected in‘pehavior questionnaires
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completed by teachers, parents and peers. Some of these
results have been discussed in the previous secti&n.
Other observations and descriptions referred to
specific reading behaviors. Many reading preferences of
" the avid readers were for fiction books, but nonfiction
books were also popular chvices. . The implication for
nonavid readers would be that thefe may be no one par-
ticular style or type of reading material that is solely
motivgting for young readers. The motive to read must
be regarded conjuncfly with the availability of reading
material, and it appears that %he tyge of material is
likely the lesser important of the two. If the will to
reaa is present, then any materfél_commensurate with
reading ability may éct as a sufficient reading source.
The number of books that the faﬁily had at home
was not significantly related to the degree of reading

avidness in the subjecfs. Children from homes with many

books were as inclined to be avid readers as children from

'

homes of few books.

One finding which has implicationé for developing
- a positive attitude toward reading was the earl; .nvclve-
ment by the parents in their children's reading habits.
Avid readers..whén they were of preschool -ages, were read
to rather extensively by their parents and older siblings
At bedtime, parents regularly speﬁt 10 to 15 minutes
nightly in reading stories, and thus the avid reader's

love for reading was seemingly established early.

.* - -
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It is true tﬁdt othén\children who also had
their parents read to them did\hqt develop any‘particular
avidness in reading; but what characterizeexfhe avid
readers further is the tremendous start'they had in grade
one. Almost every avid reader had a very favorable
beginning to the regular school system, which.ncombined
with a keenness to approach reading, would provide some
of the circumstances ripe for developing a desire to read.
The first contacts that children‘have with reading

and with learning seem to be fundamental requisites to de-

veloping a healthy regard for reading. While it may be too
late to re-introduce a disabled reader to reading activities,

it may still be worthwhile to présent reading as an enjoyable

pastime, rather than‘as'a tedious skill to be learned.
Remediation in reading might therefore réquire an emphasis
on both the affective as well aé cognitive areas.

Children imitate their parents -- they do as their
parents do, not say.'as the adage states. Social-learning
theori;ts su.i. as A. Bandura would likely postulate that
the reading avidness in children ig a result of modelling
' their parents' behaviors. But the parents of avid readers
are not always~avid readers themselves. Some parents
stated that they would infreguently read. However, the
parents of the most avid of the readers read more to them-
selves than the pafents of the least avid of the readers.
The more a parent reads- to himself and displays publicly

his interest in reading, the more inclined may be his

196
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children to participate in reading activities. Parents‘
who sit quietly in the iiving room of their home and read
silently to themselves may act as models for theirech..dren
who might also seek to read because of the reinforéement
their parents méy give them for it.

This finding has unusual implications for remedying
a disabled reader. If family involvemenf in an activity
‘increaees the chances that a child will pursue that
activity, and if a goal of remedial reading is to in-
crease the time that a reader spends at reading tasks,
then a logical conclusion might be to get the‘wholé ]
family involved in the reading behavior of theirlchildren(
This is not unreasonable.'for the Yamaha method of teaching
music insists that mothers also take music lessohs and
learn to play a musical instrument along Qith their children.
So, too, could parentsjinaist that the whole family read for
a specific time nightly. In this way, the child may be
given familial encouragement and oppoftunities to exper-
ience reading for pleasure.

Two programs'are currently used in two elementary
schools in Leduc to induce children to read. U. S. S. R.
(uninterrupted, silent. sustained reading) and S. T. A. R. ,',;
(renﬁmed "Stop talking and read!" by some precocio;;/
students) are programs wﬁerein thirty minutes is set
aside wéekly or daily in which’everyone (including staff
membérs) must read silently any matecial theylchoose. In

this manner, the children are forced to read, but they are
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allowed freedom qf choice; and it ig hoped that they will
extend their reading preferences beyond the confines of
this required reading period. It is too early to evaluate ,
the effectiveness of these programs, but the avid readers.
have already endorsed it with cheery approval.

. A8 Indicated earlier, avidness in reading may be
just a paésingﬁphaee for éome‘children.,_Other children may
demonstrate cycles of reading avidness; fof examplg. rural
children often rehd much more in wintér than in summer.
Other children,may‘rgveal an avidness to read in only
certain locations; for example, at home but not at school,
or in some élasses.but‘nét in others. Some readers may be
avid in reading at some grade levels, yet not at others.
Perhaps these types of people would reveal different
chardcteristic'patterns than the avid reader who is seldom
seen without a book in him entire lifetime. Oonly a long-
itudinal study could indicate any differences that these
two types of avid readers would show.‘ -

1t was evident that some of the 36 avid readers
could no longer be described as "avid" 8ix months ‘after
the initial assessment, while other avid readeré had
apparently becomé even more avid in that peri&d. It
could be poseiﬁle that som; disabled readers, too, may
exhibit a low interest in reading at a particular stage
in their 1ives, but may later express a keenness toward

reading. A graphic profile of one's reading évidnees

B B —-- . N
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would therefore likely show rises and falle over several
years.

One unexpected observatiqn was the occurrence of
ieft-handednees in the subjects. Almost one-third wrofe
with their left hand. Current theories of reading disability
emphasize the correlation of mixed dominance with reading
difficulty, and left-handedness in particular is commoply
~ associated with a vulnerability toward a reading handicap.
“But in this study the avid readers exhibit more than their
due port+i~n of left-handers. Although Bakan (1970, 1973) has
attemp "9 explain similar cases by hypothesizing that any
selection of.people based.on the extreme ends in a rangé of
criteria tends to yield an unusually high percentage of qut-
handers, there is still inconclusive evidence to show why "
this should be the case with avid readers.

_ Clinicians‘éhouldvbe aware of the danger of associ-
ating dominance oflthe left hand with_reading disabilities.
»There would appear to be a case for postulating‘exactly the
;Opposite -- that left-handedness may be associafed with

reading competence and avidness, certainly not incompeteﬁce.

G. Family Relationships -
' Throughout the collection of data frem the family

interviews.‘iélbecame more clear to the wfite? of the possi-
bility that the family situation may have moré\association
with reading avidness than was initially thought. 1In spite
of a lack of‘evidence gatheredrto subséantiate many suppo-

.8ltions made about the role of the family, its importance
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in developing a reading atmosphere for the childreh:may be
considerable. y

| Probably the single most important determinant of
the development of reading avidness in childrrniis the
family background. As stated previously. the eAcouragement
that parents glve their children seems to be a powerful moti-
. vating force. Children do not live in a vacuum -- they
exist in a complex interpersonal world where parental influ-
ences are critical, eepe01ally in the. first years of life.

To change children without parental involvement may

be very difficult -- like'building a sand castle on the beach,
only to have it last until the neit tide comes in. The crucial
role of the family was suggested in the patterns of avid
readers deecribed. Special significance may need to be placed
.hpon the family relationehipe_if one is to truly understand

the character and development of avid readers.

H. Patterns of Avid Readers ‘
&

Based upon the evidence collected from the 36‘avid
readers, five types of avid readers were tentatively identi-
fied (and two additional patterns have been proposed). A
purpoee of this study was to identify these patterns, and a
further clarification of them through additional research is
still;required.’

The gifted" avid readers excel in most undertakings
that they attempt. They are good in sports, music, popularity,
achievement, crafts; and reading seems to be merely an exten-

Biloy of the fervor with which they are involved in ectivities.
I 'l : ' : . )
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Finding sdlace in reading may chafacterize another
group of avid readers who are usually children from broken
homes. They may be social outcasts and might have no
particular areas in which they excel -- they appear to
retreat to the privacy of their own world within a book.
Often their only source of consistent pleasure may be
found in the happy ending of each story, and they sometimes
literally "escape” the chaos of their homes to a quiet
corner where reading can offer them “a way to calm me
- down", in their own words.

Some timid, passive. avid readers might voluntarily
withdraw from social situations which they might find,
uncomfortable to seek companionships in books rather than |
in people.

The “rewafd-oriented“‘avid readef appéare to be
motivated largely by the gain of material rewards, and thus
his avidness in reading may terminate as the rewards also
ceased.

Other readers may seek to acquire knowledge through
reading and much reading activity might expand their wealth
of information, and may satisfy a drive *o learn. The
reading material of these readers seems alr.a+ totally
nonfiction.

| S%udents seeking a refuge from boredor ' find
reading as a last acceptable resort, becéuse theze children

could have been stifled in some manner in peer reiation-

ships, family relationships, and personal activities.

4
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Nothing else seems to offer excitement, but in a situation
where other alternative activitiea were available, thege
* readers might readily abandon their reading preferences.
The "congenial" avid reader isg clagsified as one
whe seems to strive to please others. He isg Fsually
caught between pleasing teachers or pleasing others, and
reading may please teachers while yet may not offend hisg
friends. Thesge readers apparently like to be involved
‘with people, and their preferences for reading material
gjfen reflect stories that emphasize personal involvement

ch as in biographiee and romance stories.
IITI. LIMITATIONS

The nature of thig study was essentially explo-
rative, and thus norms were not aIWays readily available.
Many of the assumptions that the reader may have about
avid readers oould be verified or repudiated on the evi-
dence gathered thus far. | -

The traits of avid readers as a group, and the
characteristits ‘between patterns of av1d readers are

applicable to the sample) aﬁa other samples of avid readers
in grades one, three, and flve, or from different geogra- £
ph1c locations, may show slight variations. The results

may be descriptive of avid readers at the elementary age
level, but not necessarily of avid readers at. the inter-

mediate, senior, or adult levels.
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The study was a focus on avid readers, not com-
petent readers'~- although the two traitg may be highly

correlated.

’

Also, the avid readers examined were those who
showed avidness in continuing to;read once they had gained
a reading competency, not those children who exhibited a
‘keen desire to learn how to read. These latter types of
readers may show somewhat different patterns and traits.

Much of the information gathered was through gelf-
report inventories‘and by questionnaires completed by
teachers, parents, and peers; and was assumed to be valid.
Although others testified to the eagerness that thése avid
readers displayed, the reading behavior of the avid readers
was actually not objectively observed by the writer. How-
}ever; because there wag such a broad source of 1nformatidn.
verification was easily accomplished.

While there is a fallacy in inferring causation
from correlation, some logical speculatia®s might still be
" made concerning the contributing factors of reading avidness.

The major factors are discussed in the following' section.

i

IV. IMPLICATIONS

A. Implications for Teaching and Curriculum

The implications that thisg study has toward moti-

;Vating the unmotivated (and often disabled) readers may be
[}
cautiously proposed. In presenting these recommendations,

it is implied that theitraits discugsed are considered by

\



the writer to be the major, forces of reading avidness, and
thus the presence or absence of these traits may subse-
quently affect the opportunities that a student will have
for developing a desire to continue reading.

Initial success in achievement remains a priority.
Success at one level can provide‘encouragement to continue
to attempt more difficult material. Even poor readers
may possess the capacity for becoming avid readers, and
it would be an1se to expect barely minimal performances
from poor readers. Jacobson and Rosenthal '(gee Glock.
1972) have demonstrated the dangere of the teacher's
limited expect%fions of a student's ability, and the
teacher should not expect that a poor reader will never
become a capabie or avid reader.

Although readers of below average intellectual
ability may be faced with many difficult circumetancee
in their reading activities. a lack of a desire to reuﬂ
should not be considered typical of this groups for even
the disabled readers of lower intelligence may poseeee
some potential ability, but more important. desire or
motivation to read, and’that_pri#ilege and right should
never be denied thema | |

One should not presume that because an avid
reader is exposed to such creative material in booke.

that the reader himself will be creative. In fact. the

reverse /is suggested -~ that much reading may not be

associated with high creativity. It might also follow

204
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that introverteq/verbally~receptive children perhaps have a
better chance of becoming avid'readers than extroverteq/
verbally-expressive children. This aesumption is made
following the tendency for avid readers to be withdrawn and
not too creative. although there are many exceptions.

The self-concepts of avio readers appear vital to
the development of their potential in many areas. Not
only do avid readers apparently feel good about them-
selves, but about home and school felationehipe as well.
Enconragement. praise, and understanding seem to rémain
veryvimporfant in developing the reader's eelf-concept as
a person, as a.competent reader, and as an avid reader.'

| It is vital that children have a positlve initiation

to the school system etartlng in grade one. Here. teachers
Mare aware of the importance of a good beginning schoo;
career, but that importance looms lerger in the caee‘of
avid readers. Perhaps nonavid readers had a poor beginning
in grade one, but continued efforts by teachers to foster a

a

positive attitude toward school life might certainly be

beneficial. ‘ S
Thua. teachers should be aware that not all avid

readers are good readers, and that care and attention
should be taken to encourage readlng early in the child's
school llfe, even encouraging those children of seemingly
low or average ability who may have potential for becoming

highly motivated to read..
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B. Implications for Parents

Parental and familial settings may likely be fairly
'eigniflcant in fostering a reading pattern and atmosphere.
Avid readers are not overly guided, but appear to have been
allowed a broad freedom of choice within guidelines. |
Confersely, they may have initially been éble to regulate
their decisions maturely, and thus their parents might

llow a broad freedom of choices. They apparently utilize
their decision-making abilities, and are active particfpanta
in becoming independent. Not merely allowed toﬂdevelop
mature behavior, they may be encouraged andéguided by their
parents to do so. Nonavid readers may lack such parental
guidance. and serious coneideratioﬁ éhould Be given to
reading programs involving the whole famlly. wherein one
child's reading problem becomes the concern for the whole
family, and perhaps cloaer,persongl relatlonships and
building of thé readegﬂs self-concept may occur.
| " The more interest and attention shown by parenfs
to their children's reading habits, the more iikely the
children may be inclined to pursue those reading acti-
vities. Eafly parental involvemént in the form of bedtime
stories was universal in the pases'of these avid readers.
For remedial pufposes. the earlier and more intense the
| parental concern, tﬁe better may be the chances for success.
. The reading climate instilled by the parents at home

should not be undef-éstimated as being one of the most

J
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significant and powerful forces of inducing reading attlitudes

in children. ol

C. Implications for Further Research

This research concerns traits of highly-motivated
readers, and any comparisons between this group aﬁd low~
motivated readers must ?ﬁ“carefully implied. Wherever
possible the peAformances of the avid readers were com-
pared to those of some norming groups, but the stdtistical
differences between avid and nonavid readers remains to
be investigated.

Further\feaearch is desirable in many of the areas
diacusegd aboveZ{ The role of the family toward developing
reading avidnese’was explored, but specific parental |
practices need elaboration, Other research into the
historical and deveIOpmentéi aspects of reading motivation
is required, as well as comparative studies examining
nonavid readers. A follow-up of avid'reﬁders throughout
gsubsequent grades, i.e., a longitudinal atudy, might
identify oth%r patterns of avid readers.

Psychologists sometimes refer patlents to books
in which they may gain insight into their problems, but
this practice of bibliotherapy may be extended to alienated
children, who may use stories and books as a source -of
relaxation, comfort, removal from turmoil, and’a chance to
regain confidence in their abilities. There is a possibility
for:research into the therapeutic benefits of reading as

a form of bibliotherapy.



V. "CONCLUDING STATEMENT 5

What are the affective..cognitgve; soeial.,and
behavioral attributes of evid readers? There have not
been any other studles (to the writer 8 knowledge) that
attemp't to clarify what are the characteristics of reading‘
Aﬁotivation found in avid readers. This study has not only
suggested some major correlates of reading motivation, but
has also delineated some patterns for considering avid
readers. It can be seen that there is .no single profile
representing avid readers -- ﬁo simple explanation of
reading motivation -- but rather, a complex pattern of
ihgerrelated traits.'

| The flrst year of sehool, ‘the family background,
the pereon 8 self—concept. and the reader's personallty
are offered as some of the more important’ traits of reading
‘ motivation.
] We can teach children how to read, but we ha#e
not yet mastered the task of "teaching” them to keep on
reading. Avid readers may provide some clues to the

directions to be examined in pursuing that objective.
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APPENDIX Al

THE WAY I FEEL ABOUT MYSELF

(Piers and‘Harris. 1969)

Here are a set of gtatemenfe. Some of thgm are’true of you
éﬁd so you will circle the yes. Some are, not true of you
and so you will circle the no. Answer every question even
if some aregigrd to decide, but do not circle both yes and
no. 'Rememger. circle the yes if the statement ié generally
like you, or éirple the gg if the statement is generally not
likévyou. There are no right'or wrong answers. Only you
cah tell us how you feel abqut yourseif,‘so we hope you

will mark the way you really feel inside.

1. My classmates make fun of me . yes no
2. I am a happy person. . yes no
'3.1 It is hard for me to make friends. yes no
L. I am often sad. o yes - no
5. 1 ah smart. | , _ . yes no
6., I am‘shy. ._ " yes | no
7. I get nervous when the-teacher calls on me. yes no
8. My looks bother{me. ' : yes no
9. When I grow up,\I will be an important persdn. yes no
10. I get worried when we have tests in school. yes no
'11. 1 am unpopular. , yes no
12. I ah well behaved fn school. yes no

| 13. It is usually my fault when something'goes

wrong. yes  no
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15,
16,
17.
15,

1.

20.

21.
22.
23.
24,
25,
26.
27,
28,
29.
30.

31.
32,
33.
34.
35.
36,
37.
38.
39.

I cause trouble to my famil&.

I am strong. ¥

I have good ideas.

I am an importént member of my family.

I usually want my own way.

1 am good at making things with my hande.

I mive up easi;y.

I am good in my school wdfk.

I do many bad things.

I can draw well.

I am good in mﬁsic.

I behave badly at home.

I am.slow in finishing my school work.
I am an impoftant‘member of my ciass.

I am nervous.

I have pretty eyes.

I can give a good report in front of the

class.

In schbol I am a dreamer.
I pick on my brother(s) and sister(s).
My friends like my ideas.

I often get into trouble.

I am obedient at home.

1 am lucky. ,

I worry.a lot. \%

My parents expe?t too much of me.

I.like being the way I am.

yes
yes
yes
yes
yes
yes
yes
yes
yes
yves
yes
yes
yes
yes
yes

yes

yes
yes
yes
yes
yes

yes

yes

yes
yes

yes

no

no

no

no

no

no

ne -’

no
no
no
no
no
no
no
no

no

no
no

ne

no .

no

no

no

no

no

no
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ho.
b1,
42,
L1,
iy,
s,
L6,
47,
48,
49,

59.

60.

6L,

I

it

feel left of.things.
have nice hair.

often volunteer in schogl.
wish I were different. |

sleep well at night.

hate school.

am among the last to be chosen for games.

am sick a lot.

am often mean to other people. /

My classmates in school think I h@ﬁe good

I
I

I

1

Ve

‘ideas.

am unhappy.

have many friends.

am cheerful.

am dumb about most things.
am good looking.

have lots of pep.

get into a lot of fights.

am,popular(With boys.

People pick on me.

I

My family is disappointed in me.

have a pleasant face.

N¥hen I try to make something, everything

seems to go wrong.

I
1
1

am picked on at home.
am a leader in games and sports.

am clumsy.,

yes

yes

yes
yes
yes
yes
yes
yes

yes

yes

yes

yes

yes
ves
yes
yes
ves
yes

yes

yes

yes

yes
yes

yes

no
no
no
no
no
no
no
no

no

no
no
no
no
no
no
no
no
no
no
no

no

no

no

no

- no
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6£5.
66.

68.
6.
70.
71.
v2.
73.
7.
- 75.
e,

~J
~3
.

78.
79.
80.

In games and sports, I watch instead of play.

I
1

I

forget what I learn.

am easy to get along with.

lose my temper easily.

Am popular with girls.

am a good reader.

would rather Work alone tﬁan‘with a group.
l'ike my brother (sister).

have a good figure.

am often afraid.

im ‘always dropping or breaking things.
car be trusted. .
am different from other people.

think bad thoughts.

er‘easily.

am a good person.

N
ECH

yes
yes
yes
yes
yes
yes
yes

yes

yes '

yes

ves

yes

yes
yes

ves

yes

no

no

no

no

no

no

no

no

no

no

no

no
no
no
no

no
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APPENDIX A,
MODIFICATIONS OF THE ORIGiNAL PIERS AN {ARRIS' ITEMS

Item 43 "often" omitted
Item 1351 "usually" omitted

Item 181 "ugually" omitted

i

Item 341 "often” omitted o ‘
Item 371+ "™a lot" changed to "about thinééf
Item 421 "often” omitted K .ﬁ‘ -

Item 47; "a lot" omitted
Item 481 "often" omitted
Item 551 ipep” changed to "energy" _

Item 741 "often afraid" changed to "afraid of something"
Item 751 ™“always™ omitted, and'vefbs changed tense to

"drop" and "break"



11.
12.
13.
14,
15.
16.
17.
18.
19.
20.
21.
22,
23,
24,

1

I

APPENDI X AB

PERKINS (1958) Q-SORT SELF-CONCEPT SCALE

look on the bright side of thingg.
understand the kind of a person I am.
am a fast runﬁer.

am not neat.

can take a joke on myself. /

r

cannot talk well in front of al group.
join in doing what the group is doing.

am a leader.

225

My clothes are different than the kind other peopie wear.

I
I
I
I
I

Other people want me to tell them what to do.

I
I

do not like to make things.
keep working until my work is finished.

don't like arithmetic.

don't like animals.

.get excited and upset easily.

draw pictures.
am unpopular.

feel money is very important.

-am,good ip my school work.

can jump weil._

can't seem to keep my mind on school work.
have nice hair. -

am shy.

do not like school.

!

Bl dtar o o



25.
26.
27.
28.

29.

30.

I have poér health.
I do not have‘a good figure.

I have lots of eqérgy. . R

I am not a good épbrt. ‘

I have a brother or sister that I don't like.
I am good looking.

I am hurt by criticism.

I cannot throw a ball well.

I dress B0 people will notice me.

I like reading.

|

I.can take things apart and put them togethef again.

I wear bright colors.

My parents let me decide things for myself.
I like my parents.

I am clumsy.

I am weak.

I cénnot make up my mind.

My parents expect too much of me.

- I get to places on time.

I am tall. | .

I do not like active games.

.. I am afraid to take chances.

I have confidence?in my own abilities.
I watch and listen to TV and radio.
I take part in class discussions.

I am an unhappy person.

226
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APPENDIX A,
MODIFICATIONS AND OMISSIONS OF PERKINS (1958)
| SELF-CONCEPT SCALE

. Items omitted because they were duplicated by other

-

items include:
1,.6, 10, 16, 17, 19, 21, 22, 23, 24, 25, 26, 27, 30,
’ 391 42. and 50

- B .\ i
Items omitted because they would have given little
relevant information include} |

3, 9, 20, 32, 33, 36, 44, and 48

i
Modifications made to some items include:

Item . Uy chénged toA"I am sloppy."”

Item 121 changed to "I like dbing arithmetic.”
Item 131 changed to "I like animals.”

Item 141 "at school™ was added -

Item 281+ changed to "I am a good sport.”

:Item 351 . "can" omitted
Item 411 changed to "I can make up my mind."
Item 453 .changed to "I like active games."”

Item 471 reworded to "I anm pretty sure of myself.“ .

-~



APPENDI X AS

|

SELF-ESTEEM INVENTORY (Coopersmith, 1967)

Please mark each statement in the. following wayi

If the statement describes how you usually feel

put a check ( ) in the column, "Like Me"

- If the statement does not describe how you usually
" .

Cfeel, put a check ( ) in the column, ”Unlike

10'

11,

12,

13,

fun together.

There are no right or wrong answers.

Like Me

“

Me™ .,

Unlike Me

I spend a lot of time daydreaming.

I'm pretty sure of- myself.

I often wish I were someorie elge.

I'm easy to like-.

My parents and I have a lot of

I never worry about anything,

I find it very hard to talk in

front of the class;‘

-

I wish I were younger.

There are lots of things about

myself 1'd change if I could.
I can make up my mind without

too much trouble. o o

I'm a'lot}of fun to be with. '

I get uﬁset easily at home, S ’

I always‘do the right thlng;

228



14,
15.

16.
17.

18.
19.

20.
21,

22.
23.

~ 2h.
25.

26.
27.
28.
29.

30.

31.

Ifm.proud of my school work.

Someone always has to tell me

what to do.

"It takes me a long time to get

used to anything new.
I'm often sorry for the things

I do.

~I'm popular with kids my own age.

My parente usually consider my

\
|

feelings. ‘

I'm never unhappy.

I'm doing the best work that I
can.

I give in very easily.

I can usually take care of my-‘
self.

I'm pretty happy.

I would rathér play with child-
ren younger thah me. »‘

My parents expect too much of me.
I like everyone I know." _

I like to be called on in~c1asé.
I undefstand‘myself. -

It's pretty tough to be me.
Things are all mixed up in"my

life,

Like Me Unlike Me
————— ——
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32,
33.

3k,
35.

36.
37.

38.
39.

4o.

.
42,
43,
bl

b5,

e
L7,
48.,

Kids .usually follow my ideas. -
No one pays much attention to’
me at home. |

I never pget scolded.':

I'm not doing és well in school
as 1'd like to.

I can make up myxhind and stick
to it. |

I really don't like being a boy--

girl,

I haYe a low opinion of myéelf.
1 doﬁ't liKe to be with other
people, h

There dare many times when I'd

like to leave home.,

I'm never shy. o 1

rie

I often feel ‘upset iﬁ achool,

- I often feel ashamed of mys%@ﬂ.

I'm not as nice looking as ébme
péOple.

If I have something to say, I
usually say it. h
Kids pick on me very often.

My parents understand meé.

I always tell the truth.

Like

Me

Unlike Me

230



Lo,

501

51.
52.

53.

54,

56,

57.

58,

-
Like Me Unlike Me .
My teacher makes me féel I'm
not good enough.
I don't care what happens to me.
I'm a failure.
I get upset easily when i'm
scolded. ‘ : ‘ :
Mosf people are better liked
than I am.
I usually feel ag if my parents -
are pushing me. .

I always know what to say to

people{'

I often get discouraged in school. 5

Things uspéliy don't bother me.

I can't be depended ‘on.

3
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APPENDIX A, .
MODIFICATIONS AND OMISSIONS OF COOPERSMITH’S (1967)

SELF-ESTEEy,INVENTORY'

Items omitted becauge they were duplicated by other

items includes N

~1y°2, 3, 4, 6, 7, 9, 10, 11, 1k, 15, 18, 19, 20, 22, 24,

26, 29, 30, 32, hl. b2, uu. 46, 52, and 56

MOdlflcatlonS made to items by changing them from the

negqtlve to the afflrmatlve form incl ude:

Item 341+ changed to "I get scolded.”

Item 351 changed to "I am doing asvwell in 8chool as
I would like, to." , |

Ifem-j?u changed to "I 1like belng a boy OR I 1ike

| being a girl."

Item 39, changed to "I like to be with other pedple.”

Item 501. changed to "I care what happens to me."”

Item 57} 'changed to "Things bother de.”

Other minor.quificationé include:
Item lﬁ: - "always" omitted |
Item 17, ;often” omitted

Item 273, “qualry" omitted
Item_bOu "many” omitted

Item 43: "often" oﬁitted

Item ks, "usually” omitted

Item 48: "always omitted

232



Item 54y
Item 55,

Item 56,

"ugually” omitted
"always" omitted

"often" omitted

233



12.
13.
14,
15,

16.
17.
18.
19.
20.
21.

22.

P23

APPENDIX A?

CHILDREN'S FORM OF THE MANIFEST ANXIETY SCALE

(Castaneda et al, 1956)

— —

It is hard for me to keep my mind on anything.

I get nervous when someone watches me work.

I feel I have to be best in everything.
I.blush'easily.

I like'evéryone I know. |

I notice my heart beats very fast sometimes.

At times I feel like shouting.

I wish I could be very faf from here.

Others seem to do things easier than I can.

I would rather win tﬁan lose in a game.

I am secretly afraid of a lot of things.

I feel that others do not like the way I do things;
I feel alone even when there are people around ‘me.
I have trouble making up my mind.

I get nervous when things do not 80 the right way

for me. ‘ : ,

I worry most of the time.

i am alwava kind.

I worry = .t what my parents will say to me.
Often I have trouble getting my breath.

I get_ghgry easily, -

Ilélways.have good manners.

My hands feel sweaty.
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23. I have to go to the toilet more than most people.

24. Other children afe happ}er than T,

25. .I worry abdut what other people think about me.

26; I have trouble swallowing.

27. 1 have worried about things that did not really make
any difference later. | '

28. My feelings %et hurt easily.

29. I worry about doiné'the right things.

30. I am always gaod.

31. I worry about what is going to happen.

32. It is hard for me to go to sleep at night.

33. I worry about how well I am doing in school.

34. I am always nice to everyone.

35. My feelings get-hurt easily when I am scolded.

36. I tell the truth every single time.

37. 1 often get lonesome when I am with people.

38. I feel someone will tell me B do things the wrong way.

39. I am afraid of the dark. .

40. It is hard for me “to keep my mind on my séhool work, <

41, I never gét angry. /

42. OPten I feel sick in my stéyach.

43, 1 worf& when I go to bed at night.

4. I often do things I wish I had never done.

45, I get headaches. ]
46. I often worry about what could happen to my parents.
47. 1 never say things I shouldn't.

b8. I get tired easily.



o,
50.
51.
52.
53.

It is gu%d to get high grades in sgchool.
. . -

I have bad dreams.

I am nervous.

I never .lie.

I often worry about something bad happening to pe.

236
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APPENDIX Ag -

MODIFICATIONS AND OMISSIONS OF”THE CHILDREN'S FORM OF

Al

THE MANIFEST ANXIETY SCALE . (Castaneda et al, 1956)

Items omitted becausg'they were duplicated by other

items Includes

5. 14, 16, 17, 32, 35, 36, 40, 41, 51, ang 52

|
!

Modifications were made to the following“itemsyh

Item
VItem
Item
Item
Item
Item
Item
Item

Item

Item
Item
Item

61
71

19,

211

~301

3
371
L2,
Llyy

46,

47:
531

"sometimes" omitted

"at times" .omitted

- "often”" omitted’ : 4
""alQays" omitted q///////’

"aiways" omitted i

"always" omitted

"often" omitted

"often" omitted

"often" omitted _ ‘

"often" omitted

“changed to "I say things I shouldn't."

‘"often"_omitted



13,
14.

15-

16.

17.
18.

19.

20.
21.
22,
‘23.
24,

‘I am good“at making things with my hands.
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APPENDIX A9

. ‘J‘y o
S&CONCEPT CARDS

My classmates make fun of me.

I am a happy person.

It isg hard for me.to make friénds.

I am sad;

I am smart,

I am shy.

I get nervous when the teacher’ Calls on me.
My looks'bother me.

When I grow up;'I will be an importanf'person.
I get worriedAwhen we have tests }n school.
I am. unpopular,

L am well behavea in school.

It is.ﬁy fault when something goes wrong. .
I cause trouble to my faqg}y.

I am strong.

I.hgve good ideas.

I am an important member of my faﬁily.

I want my own way. .

9

I giVéiup éasily;

I am good in'my;s'.O(L Wi

I am proud of my scroo . ~rx,
I do many bad things.

I can draw well.



25.
26.
27.
28.

4o.
b1,
ha.

43.
ul,
ys.
46.
4.
48,

b9,
50.

I

I

am good in music.

behave badly at home.

am slow in finishing my school work.
-

am an important member of my class.

am nervous.
have pretty eyes[
can give a good. report in front of the class.

find it hard to talk in front of thé class.

In school I am a dreamer.

I

pick on my brother(s) and sister(s).

. |
My friends like my ideas.

-
i

I
I

I.

get into trouble.
am obedient at home.

am lucky.
TN
worry about things.

o

My parents expect too much of me.’

I

There are lots of things about myself I would change

like being the way I am.

if I could.

I feel left-out of things.

I have'nice.hair.

I volunteer in school.

I wisﬁ I were someone‘else.

I can sleep well at night.

I hate school.

I am among the last to be chosen for games.
I am sick." .
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51,
52,

53.
54.

55.

65,

66.
67.

68.

69.
70.
71.
72.

73

4.
75.
76.

e 240

I am mean to other people.

My classmates‘in school/think I have good ideas.

I am unhappy. |

I have many friends.
I am cheerful.

I am duﬁb about most things.
I am good looking.
I have léts of energ
1 ret into'a lot of fightﬁ.

I am popular with boys.

PeOple pick on me.

My family is disappointed in me.
I have a pleasant face.
When 1 try to -« Ve something, everytﬁing seems to

£0 wrong.

I am picked on at home.

I am a leader in games and sports.
I am clumsy.

In games and sports, I watch instead of play. |
I forget what I learn.' o

I am easy to get along wi&h.

I lose my temperleasily.

I am popular'wath girls.

I am a good reade¥.

i ,

I would rather work alone than with a group.
I like my brother (sister).

I have a good figure.

RO ai e -

R

]



77.
78,
79.
80.
81.
82.
83.
84,
85.
86.
87.
- 88,
89.
90,
91,

92.

93.
= 9k,
95.
96.
97.

98.

99.
100.
101.
102.

103.

I am afraid of eomefhing.
I am afraid of gomeone.

I seem té drop and break things.
I can be trusted.

1 am different from other people.

1 think bad thoughts.

1 cry easily.

I am a good person.

I understand the kind of person I am.

I am sléppy. |

I can take a joke on myself.
I join in doing what the group ig doing.

I am a leader.

1 keep working until my work is finished.

I like doing arithmetic.

I like animals,

I get excited and ugéeteasily at séhool.
Other Reople want me.to tell them what to do.
Someone hasg to ﬁell me what to do.

.I feel money is very impértant.

I aﬁ a good sport.

I have a brother or sister that I don't like.
I am hurt by criticism.

I like reading.

1 take things apart and put them together again.

My parents let me decide things for mysgelf,

~ My parents consider my feelings.:

24
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104,
105,
106.

107.
108.
109.
110.
111,
112,

113.

114,
115,
116.
117,
118,
119,
120,
121,
122.
123,
124,
125,
126.
127,
128.
129.
130,

HooH H

I 1ike my parents..

I
I
I
I
I
I
I
I

My parents and I have a lot of fin together.

1
I
I

I

I

am weak.

can make up my mind.

can make ‘up my mind without too much trouble.

.&et to .placed on time.

like dctive games.
am afraid to take chances.
am pretty sure of myself.

ike part in claﬂs discueslons.

wish I were younger.
fet upset easily at home.

do the-right thing.

It takes me a long time to get used to anything new.

am sorry for the things I do.

am doing’ the best work that I can.

can take care of myself.

would rather play with children younger than me.
iike everyone I know,

like to be called on in class.

'Things are all mixed up in my life.

No one pays much-attention to me at home.

I

!
I

get scolded. |

am doing»as well in school as I would like td.
can make up my mind and stick to it.

like being a boy OR I like being a girl.

have a low opinion of mygelf.

242
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ljl. I like to be with other people.

132,
133.
134,
135.
136,
137.
138.
135.
140,
141,
142,

1u3{

144,
145,
146.
147,
148.

ih9a‘

150.
151.
is2.

153,

154,

There are times when I would like to leave home.

1 feel ashamed of myself.

If I have® something to say, f say it.

My parents understand ‘me. |

I tell the truth. | ; !
My teacher makes me feel that I am not goed enough;
I care what happens to me.

I am a failure.

‘Most people are better liked than I am.

I feel as if my parents are pushing me.

I know what to say to people.

I get discouraged ih school. i. ‘
Things botﬂer me.

I am friendly. |

am kind.

o

- - B
am honest.

-

am thoughﬁful.
am courteous.

am polite.

Lon TR - B =S

am helpfulﬁ

I can do better work than my grades show that I

‘am doing.

I can do better work than my teacher thinks I'm

doing.

I like to read lots of books.

ROy S
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1A.

YA .
10A.
11A.
12AT
13A.

14A.
15A.
16A.
174A.
184.
19A.
20A.
21A.
22A.

23A.

24,
25A.

It is hard fof me to keép my mind on anything.
I get nervous when someone watches me work.
I‘feel I have to be best in everything.

I blush easfly.

1 notice my heart beats very fast.

©1 leel 1ike shouting.

I wish T could be very far from here.
Others seem to do things easier than I can.
T would rather win than loge in a game.

I am secretly afraid of a lot of things.

I feel that others o not like the way I do things.1

I feel alone even when there are people around me.
I set nervous when'things do not go the right way

fﬁr ne .

Ihworry about what my parentg will ‘say to me.

I have trouble getting mylbreath.

I et angry easily.

I have gooa manners.

My hands feel sweaty.

1 hnvé to go to the toilet méré than most people.

j A
Other children are “happier than I am.

- T worry about what other people think about me.

-
I have trouble swallowing.

I have worried about things that did not really make
any difference later.
My feelings get hurt easily.

v

I worry about doing. the right: things.

2l
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324,
334A.
By
35A.
36A.
. 374,
38A.
39A.
HOA.
LA,
L2A.
L3A.

by,

LsA.
L6A.

I
I
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am good.

worry about what is going to happen.

worry about how well I am doing in school.
am nice to everyone.

et lonesome even when I am with people.

feel someone will tell me I do things the Wrohg

Y.

am afraid of the dark.

feel sick in my stomaéh.

worry when I go to bed at night.

do things I wiah I had nevef done.

get headéches. |

worry about what couia”@appen to my parénts.
say things I shouldn't.

ret tired casily. ' l

It ic good to get high grades in school.

I

I

I

have bad dreams, . | | ' o i
worry about something bad happendng to me. |

et worried when we have testsj T ‘ o }
worry about passing to the next grade. j
cén read out loud without'making mistakes. '

feel relaxed when I am in school.
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APPENDIX A,

SELF-CONCEPT CARDS CLASSIFICATION

Behavior:

positive cards: -12, 101, 108, 149, 150

negative Cards. 18' 20' 23' 33| 361 51' 59' 86, 6A|

38A

School-reléted activities,

- positive cards: 21, 22, 24,

£

/
/

/

25, 28, 31, 45, 73, 9,

91, 100, 112, 123, 127, 154, 40a,

H5A, U464
negative cardss 27, 32, 48,

Family relations

positive cards: 17, 37, 7s,
135

negative cardas: ;14. 26, 34

~

141

Popularity: _
'positive cardss 35, 52, 5k,
122, 131

68, 69, 137, 143, 1s2, 153

102, 103, 104, 113, 125,

ko, 62, 65, 98, 115, 132,

60, 66, 70, 72, 88, 89, 94,

negative cardst 1, 3, 11, 49, 61, 74, 121, 140

Physical status:

positive cards: 19, 30, L4y,

Il
i

57, 58, 63, 76, 109

negative cardsi 8, 4a, 5A, 15A, 224, 364, 394

EURRVRY T )

Nk

b Rt s s
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F. Calmness:
positive cards:

‘negative cards:

Happiness:

"positive cards:

[ 4

negative cards;

Y

CB1A, b2A, W3R, 44A -

247

b7

'?1 101 131 29! 39- SOl 64 779 ?8 81'

83, 93, 110, 117, 144, 1A. 2A, 3A, 7A,
10A, 13A, 14A, 18A, 19A, 21a, 23A,
27As 28A, 32h, 33A, didsmmh 374,

-85, 87. 92. 97, 106, 107. 111, 116

119, 120, 128, 129, 134, 136, 138,
1”2' 1“’5| 146' 1471 1“8! 151I 9A’ I?A'

’26A. 29A .
4, 6, b2, B3, L6, 53, 56, 67, 71, 79,

82, 95, 96, 99, 105, 114, 118, 124,
126, 130, 133, 139, 8A, 114, 124, 164,
20A, 24K, 25A, 30A, 31A

-
R I
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- ANXIETY ASSESSMENT
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(The directions are omitted here aince they are like any

directions for g group test of thie typé.

/
APPENDIX B, . | .

TEST ANXIETY SCALE POR CHILDREN (Sarason)
et gl, 1960)

a "yes-no" dichotomy.) - Y

1.

2.

_1o0.

Do you worry-when the teacher says that she ievgoiﬂg’_

to ask you questions to find out how much, you know?
. (3 ! ' > .

‘ 5 .
Do you worry about being promoted, that is, passing
from the to the grade at the end of the

year? - . .

When the teacher asks you to'get up in front of the

- class 'and read aloud, are you afraid that you are

going to make some bad mistakeg? ~

When the teacher says that éhe isbgoiﬁg to .call upon
some boys and girls in the clags to do arithmetic

problems, do you hope that she will call upon gomeone

else and not on you? :

Do you sometimes dream at night that you are in schodl

and cannot answer the teacher's questiors?

When~tﬁe téacher says that she is going to find out
how much you have learned, does your heart begin to

beat faster?
G\

When the teacher is teaching you about arithmetic,
do you feel "that other children in the class under-
stand her better than you?

When you are in'bed at night, do you sometimes worry’

~.about how you are going to do in class the next day?

When the teacher agks you to write on the blackboard
in front of the class, does the hand you write with
sonetimes shake a”little? : .

‘ - g

When the teacher ig éeaching you about‘f@éﬁing. do-

- you feel that other children in class understand her
. "better than you? S

Y %

Answers are in

24y
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11. Do you think you worry more about 8chool than other
. children? "

12. When you are at home and you are thinking about your"
- arithmetic lesson for the next day, do you become
afraid that you will get the answers wrong when the
teacher calls upon you?

L4

13. IﬂTybu are sick and miss school, do you worry that
you will do more poorly in your schoolwork than other
children when you return to school?

14, Do you sometimes dream at night that other boys and
girls in your class can do .things you cannot do?

15. When you are home and you are thinking about your
reading lesson for the next day, do you worry that
you will do poorly on the legsson? .

16, When the teacher sa; ‘that she ig going to find out

how much you have learned, do you get a funny feeling

in your stomach?
, -~ >

’ 17fyh}f you did very poorfgywhen the teacher called on you,

L@é{ould you probably feel like crying even though you
4, ould try not to cry?

o

18. "bb'you sometimes dream at night that the teacher is
angry because you do not know your lessong?

In the following questlions the word "test"™ ig uged. What
I mean by "test® is any ‘time the teacher asks you to do
something to ﬂing-out”how¢much you know or how much you
havé learned..: Epfcouldgpﬁiby ypur writing on paper, or
by your speaking aloud,.: % by ¥Bur writing on the black-
board. Do youunderstar fwgﬁ$§i¢m€an by "test" -: it

is any time*thé”f&&gJ@ﬂ?&éﬁ ﬁ?ouyﬁhﬁdo something to find
out how muchfygu;gff;;¥, o F :

*

19. oy afrpid of schggﬂﬁfpsts? °
20., Do you:'worry'a lo¥ befprétyou take a test?
& o

= . 4"\_ - .~ Y_»":‘, " \ &
. DO ydu worry.a?lggkih&ggrxg# are taking a tesgt?
B Y MR o < ,
h e fyoufh&?gftﬁgﬁgfa test do you worry about how
W  yQupQﬁﬁgpn3§ypetest? S

- );,‘. fae AR A N

Sy L .
Sa e

e I
¢ 100 you ‘sometimes dream a‘giight that you did poorly

3.

f:uigfﬁn;éﬁt%éﬁéybnfhéd;in achool  that .day?
2l Whenﬁxpﬁ.apé-takimgua test, does the hand you write

¢ with-shake a little? -
DR R s

e s % i
Y % Ly

. . EATS BN

. R 1
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25. When the teacher says that she is going to give the
class a test, do you become afraid that you will do
! !

poorly?
”~

26. When you are taking a hard test, do you forget some
things you knew very well before you started taking

the tegt?

27. Do you wish a lot of times that you didn't worry so
much about testa?. . - "

28. When the teacher says that she igggoing to gfve the
clags & test, do you get a nervgMs or funny feeling?

29. While you ar€ taking a test do you usually think you
jare doing poorly? T

30. While you are on your way to school, do you gometimes
worry that the teacher may give the class a test?
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APPENDIX B,
/.”

MODIFIED TEST ANXIETY SCALE FOR CHILDREN

, (Feld and Lewié; 1969)

&

Do you feel relaxed when the teacher gays that she

is go1ng“t0 ask, .yOou questions to find out how much
you Know : , _

ot )
Do you s& % qd!e that you will je pr%motnﬁ that is A
pass ¥ he 2nd to the 3rd gra&e atgsthe end of

the yet@? fx

When the teacher asks you to %b% up in front of the
clase*ﬁnd—read gloud, do ‘you fedl sure that you are
going to get all the wordld’ right? ' !

When the teacher says:that sﬁ% is going to call upon
some boys and girls to answér arithmetic problems. -
out loud do you hOpe that she will. call upon you?

. D8 you dregm at nlght a lot of times that you are in

school and’ can glve the right answers to the teacher 8
questions?

When the teacher says that she is going to find out
how much you have learned ~do you feel relaxed and

comfortable?

: When the teacher is teaching you about . thmetlc.

do you feel that you understand her better than other
children in the class?

‘When you are in bed at night, do you usually feel
-‘pleased about how good you are going to do in class ‘
‘the next day”? , , .

%,‘_:'.
When the teacher asks you to write on the blackboard f

“in front of the class, do you write W1thout your hand

shaking?
‘ - _ Y

When the teacher is teaching you abou{m;eadlng. do you

feel that you understand her better than other child-

ren in the claes? : s

-

Do you think you worry less about school. than other

‘children?

-

Lk

@M
&
[~}
3
«
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12.

13.

14,

15.

16.

17¢

18.

19-
20.

21,

22.
23.
24,
25.

- 26,

27+

When you are at home and you are thinking'abqut your
arithmetic work for the next day, do you feel sure
that you will get the answers right?

It you are sick and miss school, do you think that
it will be easy to catch up with the othe .l ildren
when you return to school? I i

Do you dream at'nit: L a lot of times tha. :an do
things that other boys and girls in your c....s cannot
do? ‘ ' ’

When‘you are home and you are thinking about your
reading group for the next day, do you feel that

- you will do good work?

When the teacher says that she is going to find out
how much you have learned, do you feel relaxed and
comfortable? “ S

If you did very poorly when the teacher called on
you, would you probably feel that it really didn't
matter very much?

Do you dream at night a lot of times that the teacher
is pleasec. because you know your work?

Bo you like tests in school? W .
Do you feel relaxed before you take a test?
Do you feel relaxed while you are taking a test?

After you have taken .. test do you soon forget about
the test and think abcut other things? .

Do you dream at night a lot of times that you did
good work on a test you had in school that day?

When you are taking a test, do you write without
yBur hand shaking?

When the teacher says that she is going to give the
class a-test, do you usually feel that you will do
good work? . ’

“When you are taking a hard test, do you remember most

%things you knew very well before you started taking
the test? ‘ ) ' '

Do you wish a lot of times that you didn't wOorry so ’
much about tests? '

253
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28.

29 .

When the teacher says that she is going to give the
class a test, do you feel relaxed and comfortable?

While you are taking a test do you usually think you

are doing good work?

While you are on your way to school, do you wish a
lot of times that the teacher will give a test so

you can show her how much you know?

When you are at home, do you think about your acho ol
work? o

Do you sometimes dream at night about school?
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2. Do you worry about passing to the next grade, or do

255
APPENDIX By

MODIFIED TEST ANXIETY SCALE FORHCHILDREN

(Final Version)

1. Do .you feel RELAXED or WORRIED when the teacher says
that she is going to ask you questions to find out
how much you know?

you feel aure that you will pass? -
(a) worried “ (b) relaxed o ,j%ﬁw'wm
3. When the teacher asks you to get up in front of the
clnss and read aloud, are you afraid that you are
gbing to make some bad mistakes, or do you feel sure
that you are going to get all the worde right?
- (a) mistakes %b) relaxed .
k. " When the teacher says that she is going to call upon
gome boys and girls to answer arithmetic problems out

r,,.~-,‘-“é.';"""loud, do you hope that she will call upon somebdne

e

¢

.¢p'

else, or do you hope that she will call upon you?
(a) someane elge (b) me .

5.. Do you dream at night a 3t of times about school?
If you do, do you dream that you can give the right
answers to the teacher's guestions. or that you
cannot answer the teacher's questions?

‘2 (a) right answers (b) cannot answer

- 6. When the teacher says that she ig going to find out

-how much you have learned, do you feel relaxed and
comfortable, or does your heart begin 'to beat faster?

(a) relaxed (b) heart beats

7. When the teacher is teaching'you about arl thmetic, do
you feel that 6ther children in the class understand
her better than yoy: do, or do you feel that yau
understand her bétter than do the other children in
the class? P o : :

(a) other children x2{b) me

EaRY

.

8. When you are in bedrat night, dd ydu usually feel
pleased about how .gosd yopu are goiﬁgltqjdo in.class -
the next day, or detyou sometimes ryy about how you
are going to do? : o : e

(a) pleased (b) worried :~aﬁé’:;

-



9.

10.

11,

12.

13,

14,

15.

16

17.

,(a) I do things

When the teacher asks you to write on the blackboard
in front of the class, do you write without your
hand shaking, or does your hand sometimes shake a
little? . - :
(a) no shaking {b) hand shakes

When the teacher is teaching you about. reading, do you
feel that you understand her better than other child-
ren in the class, or do you feel that other children
in the class understand her better than you?

(a) me (b) other children - : '

| | X .

Do you think you worry more or less than other child-
ren about school? .

(a) more (b) less

[ .

When you are at home and you are thinking about your
arithmetic lesson for the next day, do you become
afrald that you will get the answers wrong when the"
teacher calls upon you, or do you feel sure that you
will get the anawers right? ' ’
(a) wrong (b) right

If you are gick and miss school, do you think that it
will be easy to catch up with the other children when
you return -to school, or do you worry that you will

do more poorly in school because you missed some of'}t7

-(a) catch up - (b) do poorly é}'
) 2.4

Do you dream a lot of times that you can da-things,,@
that other boys and girls in your class cannhat do, or
do you dream that the other boys and girls in your
class can do things you cannot do? . ‘

{b) they do things

When you are home and you ars thinking about your
reading group for the next day, do you feel that you
will do good work, or do you worry' that you will do
poorly on the lesson? : _

(a) good work (b) poorly

When the teacher éays that she is going to find out
how much you have learned, do you get a funny feeling
in your stomach, or do you feel relaxed and comfort-
able? © '

(a) funny feeling . (b) relaxed

If you did very poorly when the’ teacher callsd on you,
would you probably feel that it really didn't matter
very wuch, or would you probably feel 1ike crying even
though you would try not to cry? ) o :
(a) didn't matter (b) cry

256
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18, Do you sometimes dream at night that the teacher is
- apgry because you do not know your lessons, or do you
dream that the teacher is pleased’ because you know
our work?
{a) teacher is angry =~ (b) teacher is ple..sed

In the following que tions the word “test" is used. What
I mean by "test” im any time the teacher asks you to do
something to find out how much you know or how much you
have learned. It could be by your writing on paper, or
by your speaking aloud, or by your wrltin§ on the black-
board. Do you understand what I mean by "test™ -~y it is
any ‘time the. teacher asks you to do something to ®ind out
how much you know.

19. Are you afrald of school tests, or do you like tests
in school? :

(a) afraid- (bhrlike tests .
20, Do you feel relaxed or do you worry before you take

a test? o : . . ¢

(a) relaxed (b) worrfed. . ,

. ke T
2l. .Do you feel relaxed or do you worry while you take -
. a test? . o . : N
(a) relaxed (b) worried
22, After you have taken a teat do You worry about how
well you did on the test, or do you soon forget about
the test and think about other thinga? !
(a) worry (b) other things |

23. Do you sometimes dream at night that you did poorly
on a test you had in school that day, or do you dream
that you did good work on a test? ‘

~(a) poorly (b) good work

2k. When you are taking a test, do you write without your
hand shaking, ori.does& the hand you write with ashake
a little? :
(a) no shaking (b) hand shakes

25. When the teacher says that she is going to give the
class a test, do you become afraid that you will do
. poorly, or do you feel relaxed and comfortable?
%a).woyried (b) relaxed ,

.-



26,

27.

28'

20

30.

258

‘When you are taking a hard teef. do you remember

mogt things you knew very well before you started
taking the test, or do you forget some of the things
yow knew before? K

(a) remember (b) forget

Do you wish a lot of times that you didn't worfy 80
much about tegtg? ‘ , '
(a) yes (b) no

When the teacher says that she ig going to give the
class n test, do y#u feel relaxed. and comfortable,

or do you get a nervous or funny feeling?

(a) relaxed . (b) nervous , ‘

While you are “taking a test, do you uaually think
you are doing poorly, or do you think you are doing

,,%ood work?

a) poorly (b)‘gogd work

While you are on your way to school, do you sometimes
worry that the teacher may give the class a test, or
do you wish the teacher will give a test.so you can
show her how much you know? ' ' !

(a) test-worry (b) wish for test
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APPENDIX C

1
MODIFIED CﬂILbREN S PhRSONALlTY QUESTIONNAIRE, FORM A
“t ﬁi: (Porter et al, 1965). OR

WHAT YOU DO AND WHAT YOU THINK

Read each statement and mark an (x) on the side that fits
you better. Some questions will not have the words jﬁet
ﬁhe way you want them but mark every one the best you can.
You may ask for help if you don't know a word. Just ask

me .and I will be able to heip yoﬁir Do not work too long

on one question., Mark it and go right on to the next 6ne.
MARK EVERY ONE. |

Most of .the questions have two boxes tovchoose’from but
other questions have three'boxes. A1Ways look at ALL the

boxes and plck Just one of them for your answex.

1. When visiting a new buiiding,~

go you like to have someone show yOu around
( ) do. you like to find your own way .+

2. Whequa;child'laughs at you,

() do you feel badly
( ) do you laugh too

- 3. Do you think you could do well at

() almoat anything : _
() Jjust a few things . 2

k. .In a game on the playground, do you

( ) stand around
( ) run a lot



LN

10.

11.

12.

13,

12*'

Does your mother think that you are -

g ) too lively and restless
') quiet and calm. :

When you are at gchool

( ) do you feel nervous
) are you happy

Do you work

( ) slowly
) quickly

In your group, who ig the leader

( ) momeone elsge is the leader
( ) you are the leader

'How many friqndslhv you have?

( ) many friends . o
() just a few good friends

Do you.think you Q.

() smile a great deal
( ) do not smile much

Usually means the same a8

( ) generally
seldom

() always

Do you sometimes

é ) speak angrily to your parents
) think it is wrong to. do so

Does your teacher think that

é ) you are good at gitting still
) you run around too much

When yodr;friehda aﬂgue. do ybu

() Join the argument
keep quiet until_they finish

<v . ;58! 261
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15. Foot is to leg as hand is to
() wrist '
finger
arm
16+  When someone ig glow

( ) does it bother you
) does it-not bother you

17. Would you rather

( ) hunt birds
draw pictures of birdg , P

18. Who gets you your own toys? -
5 ; you buy them yourself L
your mother buys them

'19. The next number in 7, 5, 3, is
()9
aF
_ 0
20. In your family, are you

s> () the happy person
c the one in trouble

21. wOuldfyou rather talk with

( ) your teacher
a good friend

- 22a& If two children were fighting on the pleyground.
would you

() let them iight \
() go and tell the teacher

23. Which one of theseudoes not belong w1th the others:
cold, hot, wet,” warm.’ /

() warm _ o : - -.{
) wet ’ o N
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24,

25.

26,

27,

28.

29.

30.

31,

19

If people push you in a bug, do ydu

() just smile | .t
) get mad

Would you like better

‘() to have bears here now

( ) to hear stories about bearsg
Would you rather

5 ) work with books in a library
) be a General in the Army

If Mary 8 uncle is my father. what relation is
Mary's sister to me?

[} .
5 ) cousin

) niece
) auntie

( .
When you get exgited, do people say that
() you shout aggthem |

) you are patlent - .

Which wayqof doing things is better?

() Mother 8 way of d01ng things is always better
) your &wn new way is sometimes better

%ould you;rather be

é g a tap dancer
a soldier -

o

Would you rather go to

(.-). the movies

() a church

In your work

) are you d01ng as well as you should
) could you do better 4

which story would you llke better?

() one about killing Indians

() ho¥ Indians made clothlng

3)9
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4.,

; 35.

36.

37.

38.

39.

*® 40,

41.

b2.

4,

Ay

Do teachers

When mdther,calls, do you

-

(<) Do loud noises dgcare you
( ) Do you laugh at them

Do you obey,the rules

v

( ) all of the .time

- { ) only when someone" is looking

Are your feelings

(™ ASEly hurt
(.

)
) n&t eagily hurt
;Would_ydu rather

(). collect stamps
) play football

CIr people wanted you to do something you did not

want to do, would you

() get angry -
just go along. ©

If you begin a job and it becomes hard, do you

() give up |
keep on working

Do new teachers

() frigﬁtéﬁ you

(#) do you usually like them

.W@hld you rather

() ride a bicycle S o
) listen to music , .

«y

() scold you
( ) think you are all right

&

() wait 't +hile
) come right away

| lm.‘w‘ren .

() kind to you : .
) sometimes unkind to you

2 -

264
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. 45. Would you rather

E ) read a book
) play ball

he. If someone has a new idea, do you

“( ) edy it is good o
) wait a while to make sure,
. | LR :
~47. If you know the answer, do you

7

- \-
é ) raisé your hand :
) wait to be called & .

48. Are your parents

s
7 ( ) always ready to hear you talk
. o () sometimes too busy

?ﬁp" ,‘Eﬁﬁf .In a p;ay wogld you ratber be a

é ) speed pilot
famous writer

50. If a trick is played on you

() 14gh .
) get a little gnery

51?;‘WOuldyyou like to

+ do you

R,

»

. N g go fiéhiﬁg By yourself . méﬁgﬁg
v play games with children \

52. When you say,” "I bet I'm right,"

) . A0
J W

'ti%jf
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N

: |
ans you, in the s
# end . = *

5'; right most of the time.
wrong most of the time

'53.. School life ig

é ) hard .
' easy

54, In your school ‘work, ' '

() do you often forget

b4

g

do you feel sure you can remember théngs
4
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<. '55, If/you were a wild animal. would you rather be a
( ) lion ' : o
A ) fast horse o g
: .&Q . 56. (:) Can you do most thlng wer1? b ” j
SRR ' ( ) Can othere-do~ things S!«tar?u ¢ / '
57. Would you rather A ' _ : o
() go to school' L4 . : : .
( ) wark at home . o - : ¥
58. In dreams ; e &'}. - ' e,
. . } . ‘ . K] e i .
() do animals chase you N ) N
*( ) are dreams nice - wvoo o g
. : oo - \:;'»" gm NS
© 59. Are grown-ups s e A e
| ‘ ’ \ ' ( . ." cee . ws {‘T'ﬂ )
( )'always hapgy to" listeg'to you & oo . A
() get angry when you talk e /;(\_ TN
L = i A ! '

( ) easil “#tand up in class and talk
( or do au feel shy =

‘ i . . .
. - 5 ,
Ty f & - o o5
N (31 § TN . - " 3 h ‘
-~ A 5 . " s N
-

S T 6l Would. “you rather “iy(

{ ; read furth (COMlc) books f
‘do ar;th tic o .
.w{'62. %pen a small thf%gﬁhpsets you, do you N
é ) get 80 mad @ou want to throw thlngs
() keep calm ~ - . ) ) R
- 63, 9Do'you ) o | ‘ . S RS ?
§ g like to listen to lonf stbrles ; N
.get tired when listen ng to long storlea\_ _;
' 64%. Do your plans’ _ : ( .- , ~j
é ) often not work )
) work out well ‘
65. At home, would you: ' L o f_

() flrat help wash the dishes ‘7
) listen to music or TV Lo
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" 4, . g
T%66, When you are hurried, 4o yoy . '
. ! ‘ ’~v A '\{r . . ‘ N
. () still put your cloties ‘away. = | ‘
. -0 7 () just leave your clothes | | - _
4 ’ ’ 4 ' : . : . t q" .
67. Do’ you S . ,

¢ () wish schébl would not bé sugh a bo:ther‘
) think it is all right-as it is .

“68. Do people think that you make

( v)'mahy' mistakes ‘ 4 ¥
() few mistakes _ o ;
T 69, When -you're'ad, C S r‘-..__'-,.,". . .' .
' - L& W e
: é‘_‘g do you find it hard to keép . your Milild onjillet % ‘i‘{%f
\, ; tan you read right on to the end > el o
- 3 \ . :. ] .. 437. . ) “ R e ;-» 7"“;1,‘ ,
'Y ?Q,“?' }hV:thnjyour mother calls yo‘u‘ In» the gprning, do you , - .
: sﬁ?a; Just jump right up S 7 SN BT
fin’dnit hard sto wakg "up o Y Ny ' '

¥
»

. R - S ’ : ' N ®
" ’ | . ., o Vj“‘.v.‘*i . ?‘:’ . . T i ’ | I ‘;‘d . :
S

. o ) A
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_zf'yDo you tind that

R

APPENDIX C

’MODIFIED Q_H_I_E’D_EN S_PERSONALITY QUESTION “Bg PORM A -

(Porter et al '965), OR . "”J

WHAT YOU DO

a4

1. When you do your school work,.

-

ANC W AT YOU THINK

¢
LA

’

5‘) do you finisf it qu%ckly :
) does“it take you too long

2. When:you are losihg a game do you

() sometimes give

up and ‘saves your energy

always play harder

3. Jhen you want‘your—

- é ) can y&u easily.

frieﬁda to accept your plans -«

persu&de them v

) is it difficult to pprsuade them

bya 150 you ;xﬂ( that
o (- ) man «children .

N (X ) You are as, goo

- 5, If the teacher letk

want to do

5 ) ,do you feel badly’
- do you soon forget about It

i

N -

0 bettér wo k than you
as anyone elge

ﬂ:nother chlld)ﬁo a job that you

s
.

8. Do grown-ups think tbat you are

é ) naughfy :
) well behavad

~

.‘7 >‘
y . & . !
""' R . » s .

( ) other children take advantage of you
other children are kind to you .

8. Do you make

!

() a lot of mist@kes
) Just a few mistakes

9. () D 0 people like your ideas o - :
v ( )/ﬁo people not like your ideas | . -

v
-

PO

‘V_':] .
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s 10.

U
11.

9.
red

’

12.

173,

s,

15,

" 16.

17.

18,

?N&s ‘\ 269\

If you got lost,
( ) would you know what to do
) would;you be scared
~Collect is the opposite of l
( ) .spread »
gather
save
BT it is wrong to do something ‘ v
’ »
v §
( ) do you still do it‘ﬁometimea Y
) do you not.do it ‘ﬁ#
Would you rather be a | “vw:
( ) dehool #acher
) great hunter
Can you work “
() where.;‘-‘beoﬁ?@pgh and talk . 'm : -
() would yo "r;r”they keep‘still pogows
Ligten is to h'éa.f".,,“" as lo‘?k ia to. g - L I
, s L
"é g walk . - o SR SR s
() see ‘
Does the teacher sometimes say that \ >
() you are careless and #WRtidy .
or does she not say this o) ‘
* A . 3 , £
On a playground, & you . ' ¢
\ "’ ’ 'y . R I
'Vé g make a lot of noise ) . ‘ " -
play quietly, without so much noise , S e
h ' . . ‘ . . \% ‘ ’ —
Do you think-that you ‘ -
g oy o )
() could learn to fly an alrplane’. ‘
) would find it too difficult to do that
. i N . v
' Thq;nextdnamba;‘in ;2: % 6, v i8,
3 ( )\R Y : S -:‘:k'v_"?i:'ﬂ':lg:‘" fi ot 4 -". s 2 -\,‘5"\5“"
)3 |
(.




~“n

20.
21.

22,

23.

26.

27.

1

If people penter you, do you

‘ y v =Y
() just laugh itsoff , -
) gat angry -
Would you rather o
5) write a book ° ; . ig"
) be the main actor in g play :

. Are, you

() good at walking a fence or g log
¥ or are others better

Which one of these doeg not belong with the others:
ewim, run, sit, fly ’ o
. run . ‘ ‘ . : «343'
é ; fly : ’ bk S e
| ) sit ‘ i B | (I
In elass, do you ° B C e
() sit quietly R
(2 like to.movesabout Lo ke -

o A - o, SR o
When you get’'a new game as a present, do you like éy
a C i o . . s R o
.‘5-)‘try,it_first.youpself L R

have someone show you how"to play it

Would you réther‘own a ' o y

¢ ) small, friemdly dog L w
() big, powerful dog
[~ ’ I

\

. s . [ ‘
Tom is younger than Bill. Jim ie younger than Tom.
Who‘is the oldest? a

g gjaill‘
() Jim
). Tom

e

How much gre you.dJ:;P?d‘nf°d7- S "

’g ) often
. ) hardly eve

. o mer
If your teacher scolde&”?qufbudly.
C e Ry ‘

() cry when you tdld'ypu’nothbr
() juat laugh when you té1d her
Y ! ’O"

e

v P
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30.

Cad g W

40,

.

2 i

v

271

Would you rather be the S

() captain af a peauaful acean liner
( ) captain of a aubmarine in ‘war

1. . ﬂif a dog ‘Wwere bgrking at you, would you .

hx',

) shout, nShut aupit t
) » "He's trying to be K good dog. "

-
(
() Do you forget your troubles quickly u gow v
( ) Do you pout for a long time . ooy el
( ) can you touch a h!! bug . ’
() or would %ou dislike to touch one
é ) Do_you wigh you werd*bottar luoiinh . .
) or’are you good- looking now . T S
Do you o - . T P
) umually 'f;?g .
) uaually, fo. way . i g .
) Doy 1 rd timﬂ dec%ding whieh games .
to plt ]
) Do you make up your mind quiokly ‘f A;3Q¢
" Would you rather . IR )
2.; go to achool : I
) o on &’ loqg trip in a ecar - S
If you were high up 0n~avbi rockf Q, o | *Y

.1 ). an animal doctdr

( ). would ¥ou be acared ' -
(%) would ybu like looking around

When Christm&s praaenta are,undez'ﬁheftree'

é’; 46 you ever try to open them }
- do you wailt . ) o

() Do you feel afraid of thlnga that might happan
to you.

() are yuh aatietiad wlth thihga as they - are

Would you rathor be R

_“ytf;f?

) a piano player



s 'v " " '.1’"; ‘1,~-“ ...,. . ‘
~n§ Do you havB'fainting spells
. J Do you not have fainting spells g

on your mother is annoyed with you"

B A f" 3
et you father do thingg with you . . lii
cu not like to bothe m when he is busy

'45. When you hear a sad story,

(#) do tears come to your eyes )

() are you not bothered | i

k6. () Do p00p1e€béy enqugh attention to .yol .
\ ( ) do you haVe to do things to make thed notice you

L7, when,children‘ask for help in an. exam, do you 'im}
() let them do their own work . '
( ) help them unless the teacher is watc ng

. > " \7‘.;
1f people ask you to do too many thi

4

° () find 0 way to do them . v
( ) get all mixed up

49, ~?uul}d ydu.'rh\ther be. o . N

@

() a space pilot:?‘i
() an artist \

50. -Pirst thing 4n the morning,

| «
>

( ; are you ready for fun = ., ' | e
are you still tired and sleepy ; e
.51, Would you rather read I . ' SR 1%?@

2 ‘
short atories. s o~
A long book qg%w, A V

()
() |
Sé. ( )_Dolyou;succeed in most things you try
¥ () Do things often go wrong#fo$. you

753, If a ciussmatﬁ calls you a’ bad-namé, do you
(- ) usually fight ~ .
‘(,) pretend you do not care : '
. 1L Q )



]

54,

55.

56.

57.

58.

50,

60‘

61,

62

63.

64,

65.

n
[R5

At a loud bang, do you

()

When others make miépakea. do you -

()
()

jump -
Just look around

laugh at them
not laugh at them

Would you rather be called

()
(

clever-

) nice and kind

Would you rather

‘( )

j .
learn a lesson in school

) watch a game

.When people”talk about a place you know we}a.

)

() do

Are
()
()
()
()

do you start telling them about it too

you good because

you l‘ke to be good’

you get into trouble ir You are bad

;y%u keep quiet until they flnish

Are you getting along well

or do you haye many problems

Would you ;ather

l

&
)

have Bomeone else keep your room tidy

or do'it yourself

If you don't like the food

do you complain
do@you eat it anyway

Do people like the beat

)

()
()
()
()

those whe are gouod
thage whos« tell ulever jok

N

eB

Doea your mother say that you talk too much

or are you qujet

Are you happy to stay with younger children

AL

or won t you stay with ??

em
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69.

70,

"
R B
- Wt

S
W things withbut asking

If friends borrgd

|

7‘*"20" '1'.. .
| ) is 1t a‘llw- , .
2{ ) are you a ' , o ,

" When a problem is too hard, do you

Do you like better a teacher who is

( ) eaamy to get\ﬁ& ,
) strict . e

2.; give it ug'fgp a while and forget it
keep working ovn it . .

When people bléy a Joke on you, do you

é ) get all upset
) take it quietly

If you were angry,

éé% would you go qulietly to your room
would ygu slam the door as you went
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3§£iIFORN;A TEST OF zEgsouALITY o

» . J[(Thorpe gt g1, 1953)

» . PHIMARY FORM

N ’ Q .’ . :
‘Section 14
1. Is it easy for you to piay by yourself
. ] . * . L0 } '
- When you have to? s .yes
2, 1Is it easy fbr you to talk to your claés? " yes

3+ Do you feel like crying when you are hurt
K ! -

a little? . | o | . yes

k., Do you feel ‘bad- whemyyou are blamed for = ﬁﬁﬁ'5*~,

thinga? : T e yes

5. Do you d&ually tinish the games you. start? | 995'

6. Does Bq&cone usually help yoy dress? ) yes '
7. Can you get\the children to bring back '

your things? L ‘ B | - yes

8. Do you heed help. to eat your meals? "i} ﬁ? yes

x ' : o .

§ggtion 1B B .' .

o~ |

~ 0‘ ‘?J i ()

1. ADo‘xhﬁ cﬁ&ldren think you gan do thinge well? yes

SN

21‘ Do the other. chijdren aften do nice th@nga

for y'hu? e . o yes

'wj?'fﬁo you have .fewer friends tﬁan other children? yes

U4, Do mdst of the boys and girls like you? ~ yes

‘
A

s, Do your folks think that you ‘are bright? o yes

-

no
no
no
no-

no

no

no

o

no

no

no

. 4 e
CXE
g% 2y

. .
+ « 4
B 2

|

‘.}gv-,.

. N :;,-
o ig

no-

g

,
&

%
o
e

3¢
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6. Can you do thlngs as well as other children? -

i

7. Do people thlnk that other children are
better than you?

8. Are most.of the childreﬁ smarter than you?
‘ /
Section 1C ) o : -
v h

1. Do y fr folks somefimes let you buy thingg?

yes

yes

yes

yes

2. De yé& have to tell somg;ﬁeople to'let you -

LY a’
o

. Doﬂ‘bu go to enough new places? ;

W

k., Do’ your folks keep you from playlng with
4
the -children you like?

5. Are you allowed to- play the games you like?
6. Are, .you pgpished for many thlnga you do?

7. May you do moat of the thinge you like?

| P
8. Do you have to stay at home too much?//
» ’ B e
1. Do you need to have more friendsz.\ BSOS
. . " . . - . \; .

2. Do you feel .that peopie‘don‘t'iike you? o

3. Do you have good tlmes with the children ;
at school?

- [

[ )

4. iAre the chlldfbn glad to have. you ‘in school?

5. Are you lonegome aven when you are. withz‘

-
-~ / o . )
<@ : .

people? V

corl \\-
\
\

Do pechads likKe to have you around themp
°R _ g,

-

- . . R .
) . . .
. ‘ 4 .
. .
[ - . . -
o |
ﬁ‘# ' '
. N

yes

yes 4no -

no

no

no

no

no
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yes :no
yes no
f -
__yes no
yes o
yes: no
ves .no.
yes no -
- .yes no
yes no
yeg no

s Y R

SR

bl TN -ﬁq‘m;.,.,,q;h



e

4

§

1.
A
i 3
b,
5.
6

7.
8'

]

\

_DO'most of thé people you

npow like you?

Do lots of chlldreh have moire fun at home

‘than you do?

vSegtidn 1E

1 Do ghe boys and girls oftbn/

- , "i‘ - ] .
. ﬁ -
; : Lo~ .
: "o 2.

35' Are m05t of ﬁﬂe boya and gnrﬂ! mean to you?
y. '

7

6;

7; Do you often feel sovbad that&§eu do qot4

4 .

B

5-.

r

¢

Do, you feel bad. beg?use paqple are mean to
. |

you?

g

A

-

try: to cheat you?
| _when peoplg’talk about

\ q'

- -
Qo many children aay thlngs that hurt your

feelings? “
Are many older peOple

oh

them?

*

# .

know what tg do?

, 'S&Vion_lb‘. SN

- Do you ‘often wake up because of bad dreams?
Is,lt hard £or you to g0 to sleep at night?

Do th;ngs often make you cry?

Do you catch colds easily? :

Are you sick

ch of the time?

f

‘4,
Wy

.. N ~ [

t

!
|/_.?

,Are‘xou offen §1red even in the morning?

. yes

e

.

yes

t

/
/

' no

. yeg no
“'yés no
yes .no
.;“xyes“ no
" yem ano
e e
.w.‘ A ' "
yes no
A

no -

no

no

o'

o “ho

no

no

- _no
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8. Are y\u often mgd at people without knowing

Section 2A

Do your eyes hurt often?

why? . ,(¥///

Should you mind your folks even when they

1.
are wrong?

2, Should yéu mind your folks even if your
friends tell you not to?

3. Is it all right to cry if yYou cannot have
your own way?

4. Should children fight when people do not
treat them right?

5. Should a person break a promige that he
thinks is unfair?

6. Do children need to ask their folks if they
may do things? - ‘

7. Do you need to thank‘everyone who helps you?

8.‘ Is it all right {; cheat if no one sees you?

s

Section 2B ,

1. Do you talk to the new children at school?

2. Is it hard for you to talk to new‘peOple?

3. Does it mafﬁ/xgu angry when people étop'you:
from doing thingsé 4 o

4; Do ;;u say nice things to childreﬁ who do

better work than you do?

-

yes

yes

yes
yes
yes
yes
yes
yes

yes

yes

yes

yes

yes

yes

no

no

no

no

no

no

no

no

no

no

no

_no

no

no
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8.

Section 2C
E——

1.
2.

Do you sometimes hit other chlldren when you

'.are playing with them?

Do you play games with other children'evén
when you don't want to? - ' 7
Do you help new ‘¢hildren get used to th%
school? , '

Is it hard for you to piay fair?

Do pe?p}e often make you very angry?

Do you have to make a fuss to get people
to.treat you right?

Aré*people often so bad that you have to be

mean to them?

I8 someong at home go mean that you often

get angry? - ' »

Do you have to watch many people so they

won't hurt you?‘ t

Do the boys and glrls often quarrel with you?

. Do, you like to push or scare other chlldren?

Do you often tell the other chlldren that you

»

won't do wh*t they ask?

a”

Section 2D

1'
2.

3.

-

Are your folks right when they make you mind?

Do you wigh you could live in ‘some other home?

Are the folks at home always good to you?

~

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yés

. yes

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no
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-~

. . ’
L. 1Is it hard to talk things over with your

folks because they don't understand? .

5. Is there someone at home who does not like

you? ' i
6. Do your folks seem %o think that you are nice

to them?

7. Do you feel that no one at home loves you?

8. .Do your folks seem to think that you are not -

very smart?

'

Section 2E ‘ , ““\\\\ -

1. Do you 6ften do nice thiﬂgs fpr the other
children in your school?
2; Are there many bad children in your school?
3. Do the boys and girle seem to think that you
are nice to them? —
4. Do you thinkvthat'some teachers do not like
the children?

S QOuld you'rather stay home from school if
you could? | . .,

6+ Is it nard to like the céiidreh in your
school? ’ .

7. Do the other boys and'girlé say that you
don't play fai; in games?

8. Do\tﬁe children at school ask you to play

games with them?

yes

yes

yes

yes

yes

yes

yes
yes

yes

yes

yes

yes

yes

no

no

no

non

no

no

no
no
no

no

no

no

280
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Section 2F . XK\

1. 99 you play with gome of the child ~en liv1ng

near your home? . T yes no
2. Do the people near your home- seem to like you? yes no
3. Are the people near your home often mean? - yes né
L., Are there pgqgle near your home yho are not

.-

nice? . : ' , yes no
. ' i

~

5. Do you have good times with people who live

near you? P > \\\’// © yes no |

e and girls who live

6: -Are there some mean b

_near you? . yes no
N Aré you asked to play in o her people's_yaras? yes no
8. Do .you have more fun near your home than o

other children do near theirs? o yeé no



7e

10.

1. Do you USually keep at your work until it
» o

11,

12,

girls tell you?

~ [ ]
APPENDIX cz'(CONTI&UED)

ELEMENTARY FORM .

’

Section 1A .

9.

is done?

Do you usually'apo;ogize'whep you are wrong?

Do you help other boys andi girls have a good-

time at parties?

Do you usually believe whqt other boys and

>

Is it easy for yqi}toirecite or talk in clasgs?

[

When you have. gome free time, do you usually

ask your. parents or teacher what to do6?

Do you usuaily g0 to bed on time, even when

you wish to stay up?

a

Is it hard to do your work when someone

blames you for sometﬁing?

Can you often get boys and girls to do what ;.

you want them to?

Do your parents or teéchersiusually need

to tell you'to do ibur work? .‘

If you ére a b5§} do you talk to new girl;?
If you.are a girl, do you talk to new boys?

Would you rather plan your own work than to

have someone elsge bla@ it for you?

yes

yes,
yes

yés

yes:

yes

i yes

yes.

yes.

yes

yes

yes

no

no-

no

no

no

no

no

no

no

no

no

no
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Section 1B °

13, Do your friends generally think that. your

tdeas are good?

14, Do people often do nice things for you?
15. Do you wish that your fatﬁér (or mother)

had a better job?

16. Are your friends and classmates usually

 ‘intérestéd in the things you ' do?

»

/

-

17. Do your classmates seem to think that you

are not a good friend? . ~

18. Do your friends and clasemates often want to

help you?

19. Are.you sometimes cheated when you trade

'thinge?

s

20. Do your classmates and friends usually feel

that they know more than you do?

21. Do youf‘folks.seem to think that you are

doing well?

22. Can You do most of the thlngs you try?
33. Do people often think that you cannot do

things very well?

2L, Do most of your friende and classmates think

You are bright?

Section 1C

LY

A

f

yes.

yes

yes

yes

yes

yes

- yes

yes

yes

yes
yes

yes

' 25. Do you feel that your folks boss.you too much? yes

no
o
no
no

no

.no

no

no

no

no

283
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26. Are you allowed enough time to play? ‘yes no
27. May you usually bring your frlends home when
you want to? , yes no-
28, Do others usually decide to which parties ;ou
may go? | . o yes no . .
29, ,May you usually do what you want to durlng Sy
’your spare«time? , . ‘ ) - yes no
J 30. Are_you prevented from doing most of - the
' things you want ‘to¢ E yet no
31. Do your folks often 8top you from goung . NS
around with your friendg? " yes iﬁ; .
32. Do you have a chance to see many new thlngs? . ées no
-33. Are you glven some spendlng money? "7 .Ves ' no
34. Do your parents stop you from taking short |
' walks with your friends? : yee no
35. Are you pPutished for lots of little things? Yes no
36. ‘Do some peOple try to rule you go much that

you don't like it? , . X . ‘ "yes no

Section 1D ¢

Do pets and animals make friends with -you
easily? : ' ~ yes no

Are you proud. of your schoolé , yes no -

39. Do your classmates think you cannot do well
in school? : - . yes " no
bQ. Are you as wel] and strong as most boys and

girlg? ' : ~ yes no
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-

ki. Are your cousing, guﬂts. ung¢les, or grand-
parents as nice as those of most of your

. friends? » _ ‘ . yes no

k2. Are the members of your family usually gpod

to you? . ! ‘ ] yes .no
L3, Do yoﬁ often think'that nobody likes you? yes no
L4, Do you feel théé‘ﬁost of your classmates arme

glad that yol are a member of the class?- ' yes no
45. Do you have just a few friends? ' yes no

7

L6, Do you offien wish you had ‘some other parents? yes no

47, 1Is it hard to find friends who Nlll keep your

secrets? ' ' _ P .yes no

48. Do the boys and girls usually invite you to

their parties? , ' I //%ii no .

Section 1E \

t ;

Lo, Hgve people often been sg unfair that you

gave up? : | ' yes no
50. Would you rather stay away f?om most parties? yes no
51; .Does ‘it ‘make you shy to have everyone look\»*

at you when you ehter a room? = ' yes no
52. Are you often greatly dlscouraged about many

things that are important to you? o yes no

53. Do your friends or your work often make you

worry? yes no
j;f? Is your work often so hard that you stop = '

trying? 4 ‘ ‘ yes no



56.

57 .

58,

59.

60.

- Are people often so unkind or unfair that it

makes you feel bad? N

Do your'friends or classmates often say or do

- things that hurt your feelings?

Do people often try to cheat you or do mean

. thingé tq you? . .

Are you often with people who have go little
interest in you that you feel lonesome?

Are your studies o;’ypur life so dull that
you often thihk about many other things?

Are people often mean or unfair to you?

Section 1F

61.
62.
63.
6b.

i

65-

66‘ “

67,
68.
69.

Do you oftén have dizéy spells?

Do you often have bad dreams?

Do you often bite your fingermails?

Do you seem to have more headaches than
most. children? |

Is it hard for you to keep from belng rest-

less much of the time?

R
Do you often find you ‘are not hungry at meal

time?
Do you catch cold eagily?
Do you often feel tired beforé noon?

Do you believe that you have more bad dreams

. than most of the boys and girls?

70,

Do you often feel sick to your stomach?

yes

yes

yes

yes

yes

yes

', yes

yes

yes

‘yee

yes

‘ yes

yes

yes

yes -

yes

no

no

no

no

no

no

no

no

no

no

no

no

ne

no
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71.
72.

. Do you often have srieezing spells? - yes

Do your eyes hurt often? '_' yes
-

Section 25 -
_ /

Y
73.

74,
75.
?é.
77.

?8-

79.

80.

81.

82.

83.

Is it all right to cheat in aname when the
umpire ig not looking? ‘ yes
Is it all }ight to disobey teachers if you
think they are not fair to* you? yes

Should one return things to people who woh't

return things they borrow? yes

Is it all right to.take things you need if you

have no money? 7 ‘ Yes
. 3

Is it necessary to thank those who have \\\.

helped you? : yes

Do children need to obey their fathers or

:mothers even when their friendsg tell them

.not to? : ) - yes

If a person finds,SOmething. does he have a

.right to keep it or gell it? yes

Do bays and girle need to do what their
teachers say ig right? ‘ , yes
Should boys and girls ask thﬁif parents for

permission to do things? yes
Should chiIdren be nice:to people they don't
like? ’ - yes

Is it all right for children to €ry or whine

when their parentsg keep them home from a’ show? yes

no

no

no

no

no

287
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no

no

no

no



84.

\

When people get sick or are in trouble. is it -

usually their own fault?

SectionIZB

85‘

86.

87.

88.

89.

90-

91.

92.

93.

ok

95.

960

’.&
‘what they say?

Do you try games at parties even if you haven*t™.

played them before?

Do you help new pupils to talk to other
children?

Doeg iE make you feel angry when you lome in
gamés at\partiés?

Do you usually help other boys ang girls have
a good time? , %::
Is it hard for you to talk to people as soon
as- - you meet them?

Do you usually act'friendly to people you dd
not like?

Do you often change your plans in order to
help people?

Do you usually.forget the names of people

you meet?

Do the boys and girls seem to think you are

nice to them?
Do you usually keep from. showing your temper

when you are angry?

‘Do you talk to new children at school?

Do you let peOple know you are right no matter

t yeé

Ly

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

288
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no

no

no

no

no

no

no

no

no -
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Section 2C _ »

97. Do you like to scare or push emaller‘boys
and girls? ‘ yes - no
98. Have unfair people often said that you made '

trogble fof them? ’ ) ' yes no
99, Do you often make friends or classmates do

things they don't want to? ‘ . yesivno
100. 1Is it'hard to make people remember how well |

Iyéu'can do things? — yes no
101l bo people often act so mean that you have to

be nasty to them? , yes no
}02, Do you often have to maké a "fuss” or "act

; up” to get what you deéerve? yes no

103. 1Is anyone at school go mean that you tear,
| or cut, or break things? . yes no
104, Are people often so unfair that you ibse.your

temper? - S | yeg no
105.' Is someone at home so mean that you often &

have to quarrel? yes no
106, Do you sometimes need somethings so much that

it is all'right to take it? yes no
10?. Do~clh;smates often quafrel with yog? l Yés no
~

1@8. Do people often ask you to do such hard or
foolish things that you won't do them? yes no
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Y

- - . e

109. Do your folks‘eeem'to think that you are

Just as good'as they are? yes no
110. Do you have.a hardiﬁime because it seems |

that your foaks hardly ever have enough money?yes no
111. \Ate you unhappy because your folks do not care

about ‘the things yoﬁ likeé - ‘yes no
112. When your folks ma#q)y5u mind are they

usually'nice to you about it? | yes np
113. Do your folks often claim that you are not

as nice to them as you should be? , yes  ‘no
114. Do you like both of "your parents ébout thg

same? ¢ yes no
115. Do you feel that youf folks fuss at you

instead of helping you? o yes ndﬁ\
116. Do you sometimes feel like running awa& from

home? - ' . yes no

. 117. Do you try to keep boys and girls'away from
" your ho;e because it isn't as nice as theirs? yes _no
118. Does it seem to ;ou that your folks at home »
often treat you mean? ‘ ' ' yes no
119. bd you feel that no one at home loves you? yes no

120. Do ybu feel that too many people at home try

to boss you? , ~ yes no



s

ey

it

121.

\

122.

123,

124,

125.

126,
127.
128,

©129.

{

130.

131.

i N )
- ’ Y
\\/ ) ‘ - y N _// \
X - / ’I \ 3

Section 2E — L o \

Dodygu thihk that the boys and girls~at school
like you as well as they should? . yes
Do you thihk‘that the chiidren would be

happrer if therﬁeacher were not so strict? yes
Is it fun to do nice things for some of the

other bqu and girls? ‘ - © yes

Is school work so hard that you are afraid

you will fail? :~ ’ yes

no

no

no

no

Do "your schoolmates seem to think that yodd’ﬂ ~——

are nice to them? V yes

Dges 1t seem to yém that some o{ the teachers

"have it in for“(pdplls? yes

Do many of the . chlldren get along with the

7teacher much better than you do? . yes

.WOuld you llke to qxay home from school a

Wot 1f it were rlght to do so? . yes

Are most of the boys and girls at school so

bad that yom try tg stay away from them? .yes

Haye yodnfound that some of the teachers do

notwg&ke tb be with the boys and girls? yes

.Do many of the other boys or girls clalm
that they play games more falrly than you do? yes

- Are the boys and‘glrlsnat‘echool usually nice

to you? - - ‘ yes

o &

no

no

no

no

no

no

no

no



. . - \.. ~ (
Section 2F\

133,
/

134, .

135.
136.

_)137.

-138.
139.

140:
141,
142,
143,

140,

places near your home?

J//

tp

.

~

Do you visit many of the intergdting places

near where you live?

Do you think there are too flkw interesting

Do you'somet}mem do things to make the place

[

i which you Yive look nicer?

» A

Do you ever help(alean.up things near your -
\.

3

home? ¢

A

- , I
Do you take good care of your own pets or

help with other'people’s bets?\

Do you sometimes help other people?

Do you try to get you; friends to obey the
laws?

Do you help children keep away from places
where they Right get sick?

Do you djflike many 6f the peop%e who live
near your home?

Is it all right to do wha* Yo. please if
the police are not around-

Does it make you glad-to s« the people
living near you get along fine?

Wculd you like tc have things look better

around your home?

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes:

YES

yes

no

no

no

no

no

no

no

no

no

no

no

no

292
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APPENDIX C3

MODIFICATIONS OF THE CALIFORNIA TEST OF PERSONALITY

(Thorpe et al, 1953)

PRIMARY FORM

~

Section 1B Item 51 "folks" changed to "parents”

.

Section 1Ci4 "Item 1+ "folkg" changed to "parents”

Item 21 "1let” changed to "leave"

Item U4 "folks" changed to "parentg"”

Section ZAr Item 11 item changed to "Should you listen
to your parents even when they are
wrong?"

Item 21 “"mind" changed to "lister to", and
'"folks".changed.to "parents"

Item 6; "folks" changed to "parents"

Section 2D ‘Item 1 "folkéﬁ changed to "parents", and
"mind" changed to "listen to them” -
, Itemg 31 "folks” changed to "parents" (ﬁq
Item 4, ”fo;ks" changed to "parents" ;
Item 6, "folis" changed.to "parentg" ' N\

Item 81 "folks" changed to "parents"”

b

ELEMENTARY FORM

Ttam 211  “folkg" changed to "parents"®

Item 24y “"bright" changed to "smart"”

KBSV L

— (



Item
Item
Item

Item

Item
Item
Item

Item

JTtem
Item

Item

251

31

34,

591

109
110
111,

112,

1131’

115,
118

"folks" changed to
"folks" changed to
"folksg" changed tq
"Are your studies .
schoolwork ., . , "
"folks" changed to
"folkg" chan%ed‘to
"folks" changed to
"folks" changed ‘to
”hindf.changed to "
"folks" changed to
"foiks" changed to
"folks" changed to

"at home” omitted

"parentgs”
"parents"
"parente”

v
- + " changed to "Ig your

v
"parents"”
"parents"
"parents"”
"paren%sf and
listen to them"
"parents"
”parenté"-

"parents", and
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APPENDIX D

ATTITUDE ASSESSMENT
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APPENDIX D, | . )
ATTITUDES TOWARD READING

What do you like to do best at home?

Y.

What do you like to.do best at school?

What are some things you know a lot about? ﬂ

v

4

How did you find out about thesge things?

£
{

"~

~What are some things you would like to find out more

about?

How can yoﬁ find out more about these thinge? '////

What do you think is the most important thing to learn

\

\

to do in school?

What does reading mean tovyou?



10.

11.

12.

13.

14,

15.

17.

7'\1 9.

20.

What kind of stories do you like best?

!

\\
\
\

el

How often do' you look at books at horle?

©

How often do you look at books when!you have free
time at school? . ) }
{

. iy
How many books, magazines, and newspapersidoes your

family, have at home? A
-~

How many books and magazines do you have?

‘How-often do your parents take out books from the-

Leduc (or Edmonton) library?

r .
How many books do they take out from the Leduc (or

Edmonton) lib§ary?

How often do you take out books from the Leduc (or
Edmonton) library? -
How many books do you take put from the ‘Leduc (or
Edmonton) library?‘ '

How often'do.you take out books from the school
library? | “

How many books do you“takerut from the school
1ibrary? |

Did anyone in your family used to read to .you when

_you were younger? e

Does anyone in your family read to you now?

How often did/does someone read to you?

. 297



23. How often does your mother read to herself?

2k,
25-

26,

29.
30,
31.
32,

o {

Does your mother like to read?
Is your mother a good reader?

Why do you like to read .books?

‘Does yowr fathep like to read?

How often does your father read to himself?

]

Is your father'a good reader? . v

Does your mother want you to read? -
Does you father warit* you to read?

How do you think you are doinghin school as compared

with your friends?

[
(a) you are the best
(b) you are abave avergge
(c) you are averagé

(d) "you are bBelow average

- (e) you are the poorest _ i

3.

‘How do you think you ar: ‘ng in reading ds com-

fared with your classmate:
(a) you are the beétx
(b) you are. above éverage

(¢) ycu are average

. <
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(d) you are below average

(e) you are the poorest

!
i

'
i

n
4
It

34, :Howzmany books and magazines do yoh read ag com-

pared with your ffiends?

(a) you read many more books and magazines than

ﬁ ” they do-;

(b) you read a few more books and magazines than

they do

(e¢) you read as many books and magAzines a3z they do

(d) you read fewer books and magazines than they do

35.- How‘impqrfgnt is readihg to you?
(a) " very important  : 1

(b)' a'liftle important

(p)‘\not‘too'important

(d) not important at all

36. How importaht ig it ‘to you
school?- ‘
(a) very important

"(b). a 1#¢1e i‘mbortant

| (¢) -ngt too important

(65 not important at all

37. Which sentence best describes you?

to get good grades .in

<P
q

!

(a) I like to get better grades than everyone elsge.

(b) I like to get better grades than almost every-

-

N . one elge .

299 .
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!
(c) I like to get about the same grades as every-

one else

(d). I don't care about my particular 1ades ,

- 38, Do you think that you have good enough grades to get

through junior high and senior high school?



. APPENDIX D,

INITIAL INTERVIEW y

"Hello - - My name is Dennis Cebuliak. I'm from

the University, and I'm doing a study on what children

think about different things. Would you like td help in

thig?" ‘
1. Do you like answering questions? YES NO
2. What would you like to be when you grow up?

" Do you like reading? = . YES  NO

What kinds of books do you read?
g - .

What kinds of magazines do you read?

Can you .tell me the names.of some books and magazines

that you have read in the last two'weeks?

Where do you get your books and magazin®s from?

L

How many books and magazines have you-read in the last

/

two weeks?

Do you like reading books durlng the summer holidays?

‘How many ‘books do you thlnk you read over the last

—
summer holidays? How many books do you “think you will

read over the summer holidays - ming up?e

Are you able to stay af ter school on some days so that

I can ask yo more about what you think about different

things? Which days would be best for you?
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11.

Are you also able to come to the University on Satur-
day, or during the holidays if I.drive you?

I have already written to your parents asking their

lpermiséion to see you, and I think I'11 be able to

give you a little money (not very much) at the end of

our study.
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APPENDIX Ef””

“MEASURE OF INTELLECTUAL ACADEMIC ATTAINQ;bi VALUE"

(Crandall, 1969), OR L S

WHAT I WOULD LIKE TO DO BEST

If you could dd anything you wanted to, what wo%ld you do?

\
|

»

-
:

Which of these would.you rather be able to do?

1. (a)
(b)
2. (a)
(b)
3. (a)
(ba
L. (a)
(b)
5. (a)
(b)
6. (a)
(b)
7. (a)

(b)

-Be abvle to understand new ideas, or

Be tg@ leader of your. friends?

Be able to.do well in your school work, or .
Have_lots.oftgids like you? -
Have other péople do what you want them to, or
Be able to understand new idegs?‘

Have ali your clothes, chairs, and bedé be com-
fortable, or : v

Be able to do well in your school work?

Always have your friends want you to play with
them, or ’ ‘
Be able to understand new ideas?

Be able to do well in your school work, or

Be ?he i?ader of'your fr?endé}: |

Have someone you can talk over your troubles

_ with;*g;z

Be able to undg;ftand new ideas?
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10,

11.

kb

15.

1€.

(b)

Q

Be able to do well in your school work, or
Have good things to eat?

Have other people do what you want them to, or

Be nable to do well {ﬁ'your school work?

Have lots of kids like you, or

Be able to understand new ideas?

Be able to do well in your school work, or
Always have your lends want you to_play with
them? : | o S

Have all your clothes, chairs, and beds be com-

'fdrtable, or

Be able to understand new ideas?

Always have someone who can help you when'you
need helpf;or

Be able to do we]l’in your scehool work?

Be able to understand new ideas, or

Have good things to eat?

Have someone you can talk ovef your trdubles
with, or

Be able t; do well in your school work?

Be able to understand new ideas, or

Always have someone who can help you when you

need nglp?
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APPENDIX E2
i

SCHOOL MOTIVATION ANALYSIS TEST

(Sweney and Catfell. 1966), OR MOTIVATION Q {STIONNAIRE
{ . 3

This is a questionnaire which is asking you about how mu

you would 1ike cerfain things. All you have to:do is to
read each sentence, and then circle the word which tells _
how much you would like .-to do what the sentence says. For
example, one sentence may say1.

I want to go on more hikes.

very much  quite a lot not too much not at all
1f you really wanted to go on more hikes, you would circle
very much; but if you kind of wanted to g0 on more hikes,

but not lots of hikes, you would circle quite a lot or not

too _much, depending on how badly you did or didn't want to
g0 on hikes. But if you never want to go on any more hikes,
you would circle not at all. Have you got the directions

'sfrnight? 0K, let's go.

+1ke to eat well so that I shall grow healthy and
strong:
very much quite a lot not too much ..not at all
2. 1 like to see a handsome or pretty face in the mirrorl
very much quite a lot not too much -  not at all
3. I want to be the kind of person everyone like to have
around: “

very much quite ‘a lot not too much net at alil

-~



I,

~11.

12.

13,

14,

s
~ - \‘\
T wanl Lo iave o rood reputation for ideals -nd
horneatyn
very much quite a lot not too much not at all

! .
I want to grow up normally and never lLecome sick:

very much quite a lot not too much not at all
I like to imagine that I am grown up:

—F _
very much quite a lot not too much not at all

I want never to do anything that would damage my self-

4
respecti

very much quite a lot not too much not at all

I wiant always to show self-controls

very much quite n Yot rnot too much "not at all

I sometimes want tp play practical jokes on Father:
very much ‘quitece lot not too much not at all
I want to hear Father tell funny storiesn

very much quite a lot  not too.mﬁch not at all
T want to show my father hoﬁlgreat and admirable I
think he is: . : ~

very much ‘iuite a lot not too much not at él;
I want to have Mother theré if something goes wroﬁgz
very much quite a lot -not too much - not at all
I want Mother to make good cookies and candigs for me
to eat:

very much quite a lot not too much not at all
I want to marry someone like'my (father) (mother) when
I grow up: |

very much quite a lot not too much not at all
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15.

16.

17.

184’

19.

20.

21.

22,

23.

25.

I waﬁt my
when_théy
very much
Emyanf to
very much

I want my

.listen to

very much

I want to

very much

I want to
very much
I -want to
very much

I want to

older brothers and sisters to be punished

need it

not too much not at all

quite a lot
spend more time with my brothers and sisters;

not too much

quite a lot not at all

younger brothers and sisters to behave and
me 1

not too much not atgall

quite a'lot
be safe at home when the weather is bad,
not at all

’quite a lot not too much

g0 home and rest after a busy day:

quite a lot not too much not at all
write péragraphs correctly:
quite a lot -not too much  not at all

&

pretend that I am in other countries when

I study geography:

very much

I want to

very much
I want to
very much
I like to
very much

I want to

very much

quite a lot not too much not at all
learn more about sciences

quite a lot not too much not at all
get good grades in arithmetics

quite a lot not too much not at all
listen to récords: |

quite a lot not too much not at all
méke things and draw pictures for school:

quite a lot not too much not at all
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26.

27,
28.
29,

30.

31.-

35.

33.

34,

35.

36,

-k

I want my

look ati

very. much

I want to

very much

I want to
very much
I want to

very much

I want my

very much

I want my

“very much

I want to
very much
I want to
troubles

very muéh
I want to

very much

pictures to be beautiful and pleasant to

]

qui te a
read about
quite a
réad fairy
quite a
read funny
| quite a
teacher to

quite a

teacher tq

quite a

spend more

quite a‘

lot not too much not at all
the world:
lot - not too snuch not at all

talea and other fanciful stories:
lot not too much

comics and funny stories:

lot not too much not at all
‘be fair: |

lot not too much not at all
like me1

lot not too much not at all
time with my friends; )

lot not too much }nof.at all

get even with other kids who have caused me

’

quite a lot not too much not.at'all
read more books than my friends:
quite a lot not too much not at all

wy

I want Canada to protect small countries from Russiai

very much

quite a

lot noﬁ too -much

I want to go to parties where both girls and boys are

iﬁvi ed:

very much

quite a

lot not tqo much

I want Canada to beat its enemies:

very'muéh : 'quite a lot

not too much hot at all

not at all

not.at all

not at all
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38.

39.

40,

L1,

L2,

143,

L,

ks,

I want to worsh;;~6;;>nna obey Himg

very much qQuite a lot

not too . much

not at

I want to pmay for God's protection and mercy:

very Mmuch quite a lot
I want‘my teém to wim

very much ‘quite a lot

not too muech-
1 .

«
~

not qOo much

I want to go to gameé with my friendss

very-much "quite_a lot

not too much

I want to have a pet to take care of1

very much quite a lot

I want to learn to make things in the scouts or

guides:

very much’  quite a lot

not too much

not too much

I want to save money in the bank:

very much quite a lot

not too much

not at

\

not at

not at

not at

’ not atl

not at

I want to see or hear comedians on TV, movies, and

thevrédion

very much quite a lot

not too much

ﬁot at

I want to hear and see more westerns and adventure

stories:

very much - quite a lot °

not too much -

1 want to see more romantic moviess

very much - quite a lot

not too much

rnot at

i

not_at

I want to see more science fiction movies and TV

programss

very much  quite a lot

not too much

. not at

all

‘all

all

all

all

girl

all

all

all

all
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49,

50:

51-

52.

53.

5k,

55.

56-

57

.V  very much quite a lot not too much not at all

58.

59-

ﬂ | | .
I want to have plenty of games, books and other games

very much ~ quite a lot not too much ° not at all
I want to have a better collection than anyone elses
very much quite a lot  not too much not at all
I want nice clothes so that people will liﬁe:the way

I looks

very much quite a lot: not too much not at all
I ;ant to dress well in order to impress other boys
(or other girls){

very much quite a lot not too much not at all
I want to help the family by holding a job when I
fipisp school1

very mﬁch quite a lot not too much not ét all
I want to learn how to do jobs like my mother and
fathers

very much  quite a loé not too much. not{at'all
I want to go on more picnics:

very muéh quite a lot not too much nof at all
i want to have more holidays in brdér to rest:

very much quite a lot not t6o much not at éll

I want to go on parties and enjoy refreshmentss

‘I want to solve puzzles or other games:

very much quité a lot not too much not_at.all
I want to be polite to adults:

verj*huch quite a lot not too much not at all

/
/
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60. I want to take things apart to see what makes them
. ' i /
worki _ . ‘
very much quite a lot not too much not at all



APPENDIX E3

MODIPICATIONS OF THE SMAT (Sweney and Cattell, 1966)

Item
“Item
Item
item
Item

Item

Item
Item
“Item
Item
Item
Item

Ttem
Item

21
111

.13

171

24y

34

351
364

37

43(

-

L7y
521

531

581

"figure" changed to "face"

s

/

"aweacme” changed to "great"

"goodies" changed to "cookies and candies"

“mind me" changed to "listen to me"

"hear" changed to "Iistenftdf

replaced with "I want to read moré booksvphan ,

¢

@y'friends."' |
"Uniﬁéd States" changed to "Canada™
"coupilss” changéd to "bofh gifls and_boys”l
"United States" chgnged to "Canada":

"or girl guides“'was added .

"love picturgs" ch;ngéd'to "Fomaﬁtic;mov;es"

"the opposite sex" changeddto "other boys (or:

“other girl®)" . 7’

"when I finish-schoél"‘ﬁéd'added

"high in curiosity”’was omi%iéd

%)
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APPENDIX P

TEACHER SOURCE
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APPENDIX Fl

TEACHER RATING SCALE FOR PUPIL ADJUSTMENT

(Andrew et al, 1953), OR
. s ]
TEACHER'S EVALUATION OF STUDENT'S BEHAVIOR

H

'Please check off one choice for each of the following items:

-~
4

1. Overall emotional adjustment (total emotional adequacy
in meeting the daily problems of living as manifested
in school?. ‘ .

very well adjusted
well adjusted '
moderately adequate adjustment

pdorly ad justed

hedi S

very poorly adjusted ' "

T

2. Social maturity (ability to'deal with gocial respon-
sibilities in school, in the community, and at hone,

appropriate to his age). :

) very superior social maturity

) slightly superior social maturity
) average social maturity

) slightly inferior social maturity
) very inferior social maturity

IS N N S o~

.3. Tendency towards depression (tendency towards melan~
choly, depressed mood reaction).

generally very happy

moderately happy -

occasionally unhappy

tendency towards depre}aion

TN TN N e
\_/vvvv

generally depressed
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L, Tendency towards aggressive behavior (overt\EV1dence of
hostility and/or aggression towards other children and/
or adults). A\ ”

rarely aggressive |

occasionally/aggressive

fairly aggressive

frequently aggressive

extremely aggressive

/

5« Extroversion-Introvergion (tendency towards -1iving out-
wardly and expressing his emotions spontaneously versus
tendency towards living inwardly and keeping emotions
to himself).

.extrehely extroverted ‘ ,

characteristically extr®verted N

aboutrequally extroverted and introverted

charaéteristibally introverted

extremely introverted

ITN N N N~

6. Emotional security (feeling of being acceptedégy and
friendly towards one's environmgnt).‘-
\ i
) extremely secure -

—

moderately secure
o?ly fairly secure
moderately insecure and apprehensive

(
(
(
(
(

extremely insecure and apprehensive

7. Motor control and stability Xcapacity for effective co-
ordination and control of motor activity of the entire

body). ‘ /

) extremely good motor control an stability

) moderately good motor control d stability
) fair motor control anrd stabilit %j ,
) moderately poor motor control ?ﬁd~qtability -

L T R

restless, hyperkinetic . ‘
( ) extremely poor motor control -- restless, hyper-
kinetic_



8‘

90

10.

11.

. e
Impulsiveness,(teﬁﬂoncy‘towards sudden or marked
- changes of mood). ) .

(
(
(

v
extremely stable in mood
stable in mood

— e

usually stable -~ only infrequent and minor mood
changes
( ) unstable in-mood --_shows markeu mood changes
on occasion , . v
() extreme changes in mood -- shows marked or sudden

mood changes frequently

Emotional irritability (tendency to become angry,

irritated or ug;et). ) .

) unusually good natured

) good natured -- rarely "irritable"

) fairly good natured -- occasionally "irritable”

) moderately "irritable” - frequently shows moder-
ate "irritation"”

() extremely "irritable” -- frequently shows marked
"irritability®

School achievement (overall evaluation of pupil's
competency in school gubjects, relative to his own

age group).
nQery superior -- excellent
8lightly superior -- very good

()

()

( ) average ~- good

( ) slightly inferior -- fair
()

inferior -- poor

School conduct (conduct in the classréom situation ag
evidence of hig ability to accept the rules and regula-
tiofs of the school community).

. )
() xceptionally good conduct *
Ok

superior conduct
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)

.verage conduct ‘

somewhat inadequate corduct -- troublesome dig-
ciplinary problem

very inadequate conduct -- very serious dig-
ciplinary problem

-
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- APPENDIX F,

)

7
SCALE FUR RATING BEHAVIORAL CHARACTERISTICS OF

SUPERIOR STUDENTS (Renzulli and Hartman, 1971)

Directions: These scales are designed to obtain teacher
estimates of a gtudent's characteristics in the areas of
learning, motivation, creativity, and leadership. The
items are derived from the regearch literature dealing
with characteristicg of gifted and creative persons. It
should be pointed out that a considerable amount of in-
dividual differences can be found within this population;
and therefore, the profiles are likely to vary a great
deal. Each item in the scales should be considered
geparately and should reflect the degree to which you
have observed the presence or absence of each character-
istic. Since the four dimensions of the instrument repre-
sent relatively different sets of behaviors, the scores
obtained from the separate scales should not be summed

to yield a total score. Please read the statements care=-
fully and pdlace an X in the appropriaté place according
to the following scale of values: ‘

14

1 -- If you have seldom or never observed this character-

istic. :
2 -- If you have obsgerved this‘characteristic~occasionally.
3 -- If you have observed this characteristic to a con-
siderable degree. .

b -~ If you have observed this characteristic glmoét all
of the time. ‘

(chfing procedures are omitted here)

Part 1 Leafnf%g Characteristics :
S ’ 12 3 4

1. Has unusually ad¥anced vocabulary for age
’ or grade level; uses tesgms in a meaning-
ful way; has verbal bedvior character-
“ized by "richness” .o’ xpression, elabora-

tion, and fluencyrﬁg

2. Possesses g large storehouse of informa- = | f
tion about a variety of topics (beyond ‘
the usual interests of youngsters his age). . -



C

Has quick mastery and recall of factual

information. ' -

Has rapid insight into cause-effect re-
lationships; tries to discover the how and

why of things; asks many provocative ques-
tions (as distinct from informational or
factual questions; wants to know what makes
things (or people) "tick". . ‘ __

Has a reddy grasp of underlying principles

and can quickly make valid generalizations'
about events, people, or thingss looks for
similarities and differences in events, .
people, and things. . ' .

Is a keen and alert observer; usqélly
"sees more" or "gets more” out of a story,
film, etc.. than others. __

Reads a great deal on hig owng ually
prefers adult level booksg; does n avoid
difficult material; may show a preference

for biography, autobiography, encyclopedias,

and atlases. —

Tries to understand complicated material
by separating it into its regpective parts;
reasons things out for himself; sees logi-

cal and common sense answers. —

Part II+ Motivational Characteristics ]

1.

2.

Becomes absorbed and truly involved in

certain topics or problems; is persistent
in seeking task completion. (It is some-
times difficult to get him to move.on to .

another topic). \ : . _

Is easily bored with routine tasks.. S

Needs little 'external motivation.to follow
through in work that initially excites him. _

~ Strives toward perfection; is self criticaly
‘is not easily .satisfied with his own speed

- or products. ° . Lo

L
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: 1 2 3 4

5. Prefers to work independently; equires
little direction from teache;s/F

6. Is interested in man%’"adult" problems
gsuch as religion, politics, sex, race --

more than usual for age level.

7.! Often ig self:assertive (sometimes even
aggressive); stubborn-in his beliefs.

8. Likes to organize and bring structure to
things, people, and situations. ‘

9. Is quite concerned with right and wrong,
good and bad, often evaluates and passes
Judgment on events, peuple and things. —_——

Part III+ Creativity Charactefistics

!

1. Displays a great deal of curiosity about
many things; is constantly asking questions
about anything and everything. ‘ . —

2. Generates a large number of ideas or solu-
tions to problems and questions; often
offers unusual ("way out"), unique, clever
responses. : o

3. Is uninhibited in expressions of opinion;
.18 sometimes radical and spirited in dis- .
agreement; is tenacious. : : —

4. Is a high risk taker; is adventurous and '
speculative. o

5. Displays a good deal of intellectual play-
fulness; fantasizes; imagines ("I wonder :
what would happen if . . . . "); manipu- -
lates ideas (i.e., changes, elaborates .
upon them)j; is often concerned with adapting,
improving, and modifying institutions, objects |
~and systems. ' ‘ — e

6. Displays a keen sense of humor and seesl
humor in situations that may not appear
to be humorcus to others. o T N
7. 1. usuaily aware of;his impulses and more - « - ,
- open to the irrational in himgelf (frser



.expression of feminine interest for boys,
greater than usual amount of independence
for girls);shows emotional sensitivity.

8. 1Is sensitive to beauty;‘attends to aesthe-
tic characteristics of things.

9. 1Is nonconforming; accepts disorder; 'is not
interested in details; is individualistic;
does not fear being different.. _

10. Criticizes constructively; is unwilling
to accept authoritarian pronouncements
without critical examination. :

“Part IVi Leadership Characteristics

1.. Carries respcnsibility welly can be counted
on to do what he hasg promiged and usually
does it well.

2. 1Is self confident with childrer. his own age

as well as adults; seens comfortable when
asked'to show his work to the class. ‘

3. Seems to be well liked by his classmates.

4. 1Is coopg;ative with teacher and classmates;
~ tends td avoid bickering and is generally
easy to get along with.

5. Can express himself well; has good verbal
facil?ﬁy-and is usually well understood.

6. Adapts readily to new situations; is flex-
ible in thought and action and does not
seem disturbed when the normal routine
is changed.

7. Seems to enjoy being around other people;
is sociable and prefers not to be alone.

8. Tends to dominate others when they are
around; generally directs the activity
in which he is involved. ’



10.

Participates in most gocial activities
connected wi th the school; can be counted
on to be there if anyone is.

Exgels inlathietic‘activitiesl is well
coordinated and enjoys all sgorts of ath-

. letic games.
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' Directions: Check the mds ¢ approprlate of the five blanks

APPENDIX F3

AN ATTITUDE SCALE{FOR READING (Rowell, 1972)

|

/by each item below. Only one blank by :-each item should be
checked. -

" student ea

- charts, or other- dlsplays hav1ng )

v

#0ccurs
Seldom Occuré
Never Occurs

™~
Always Occurs
O0ften Occurs
Occagsionall

The dtudent exhibite a sirong degire
to come to the reading circle or to
have reading instruction take place. __ ___ o

The student is enthusiastic and inter- .

egted in participating once he comes

to the reading circle or the reading-

class begins. —

The student asks permission or raises :
his hand to read orally. o —

When CaAIéd,upon to read orally thé _ Y
ggrly does so. — e

The student very willingly answers
a question asked him in the readlng

class. . : — e — —

Contributions iin the way of vo]untary
discussions are made by the student

in the reading class. —_ __:___ _—

\
The student expressesg S\de81re to be '
read to by you or someone else, and
he attentively listens while this is ‘
taking place. , -

The student makes an effort to read
printed materials on bulletin boards,

wrltlng on them. . — e T
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10.

11,

12.

13.

14,

Always Occurs

l

N ‘ AN
The student elects to read a book when
the class has permission to choose a
"free-time" activity. —

The student'éxpresses genuine
interest in going to the school's

library. ' -

The student discusses with you (the
teacher) or members of the class

those items he has read from the
newspaper, magazines, or similar
materials. ‘ [ —

The student voluntarily and enthu-

- slastically discussee with others the

book he has read or is reading. .

(} .
The’ student listens attentively while
other students share their reading
experiences with the group. _

The student expresses eagerness to
read printed materials in the con-
tent areas., : —

Thé‘student goes beyond the textbook
or usual reading assignment in mearch-
ing for other materials to read. _

The student cdontributes td® group
discussions that are based on reading
assignments made in the content areas._

O0ften OQOccurs

Occasionally

Occurs

Seldom Occurs

Never’ Occurs
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APPENDIX Fy

TEACHER INTERVIEW

v

1. wa many bookes would you say ' | has read within
the past two weeks? :

2. What characterizes _ beside the fact that
he/she reads books? What other things ebout him/her
~make him/her outstanding? |

° | | ’ | , \

The followigg statements offer descriptions about students.
Pleanc reflect upun how the stutement is characteristic of
the ntudent, in terms of how often the statement would »
apply to him or her. Please respond by writing 'in 1, 2, 3,
W, 5, or 6, depending upon how often you observe the trait
in t.e student. For example, if you seldom notice that

the student askn for teacher assistance, you would write

in _2_ in the space provided. @
1 DNever b To a\considerable degrée
2 Seldom | 5 Almost all of the time
3 Occasnionally ™ - 6 Abgolutely all of the time

| - b ’
1. Has an unusually advanced Vocébulary for age or,
{rrade %evel;ﬁuses terma in meaningful way el hasm
verbal behavior characterized by "richness” of
‘expression, elabor#tion, and‘fluengy. (1)
2. Possesges a ld&geistore?ousé of infurmation
atout a variety of topics (beyond the usual

interests of younssters of his age). _(2)



~
(Wa
et .

8.

- Reads a great deal on hia own:

usually prefers’ adult level boaks ldoes not

Hae e@umick mastery and recall of factual L
information., | . (3)

Hag rapid insight into cause-effect relation-
shipsi g

tries to discover the how and why of things ___(b4b).

acks many provocative questions (as distinct

" from informational or factual questiong): (be)

wants to know what makes things (or people)
"tick" .

Has a ready grasp of underlying principlés
and can quickly nake valid geﬁeralizations
about events, people, and tﬁings. R ____(5)
Is a kéen and alert observér; usdally\ﬁeées

more” or "rets more™ out of a story, film,
g re Yy

etc.:than others. , , I - - (6)

avoid difficult material), (7b)

may show a preference for biography, ‘auto-

biography, encyclopediang, and ntlasess (7c)
Tries to understahd”complicated material by

separéting it'into its respectivc'parts;;

redsons things out for hiﬁself! seenr logi;al

and common gense answers. | ___(8) )

IS

Becomes absorbed and truly involved in certain
topics or problems; iE'persistent in seeking
tagk completion. (It is sometimes difficult:

to gct him to move on to'anopher tOpic).; (9)

|



1.
L1,

12‘

173.

17.

18-

19.

20.

("wny out”), unique, clever responses.

11t easily bored with routine tagke. (10)
. A S
NMeeds little external motivation to follow

thréuﬁh in work that initially excites him. _ (11)

\

Strives toward pertectiony is self criticaly
I

»

‘s not rapily satisfied with his own speed

or product:. , (12)
Prefer: to work independently; requires Little \
Yirection from teachers. N 65

Is interested In mony "adult” problehs auch

an religion, pbliﬁics. gex, race -- more

than:usudl for age level. o (14)
Often is self aséeftiVe (some Limes even

apgrecoive); stubborn in his be]lefé. | L (15)
Likeé to organize and briéé structure té‘

thiZ&n, people, and situations. , '_"__(16)
Inéquitecconcgrned\with right and wrong, gobd‘

and bad;‘often evaluateé and passes judgementa

of events, people, and tﬁings. _(17)
Dieplays = grenf deal of‘curidﬂity about

many thingsy ir constantly asking questions

hout anything and everything. ‘ . (18)

Generatas a large number of ideas 'or solutions

to probleing and queptions; ouften offers unusual
—(19)
7. uninhibited in exprenﬁions of opiniong is
gdmectimen radicnl and spirited in disaéreement;

is' tenacious. ___(20)

329



;-'1 -

22

24,

25.

26.

0y
S |

[ o hiph risk taker;y iy ndventurous and
speculative, e (21)

Diaplays n good deal of intellectunl] play-

fulnees; fantasizes; imagines ("I wonder

what would happen if . . . "); manipulates
idear (i.e., cﬁangen. elaborates upon them)j
iz often concerned with adbpting. improving,
nd modifying institutions, objects, énd
systems. : - o (22)
Displays d keén sense of humor and'seem

humor in situations that may not appéar

to be humorous to others. (23
Ie unusually aware of his impulues and more

cpen to the irrational in himself (freer

expréssiun of feminine interest for boys,

v1rreater than usual amount of independence

for ;zirls); shows emotional scensitivity. —__(24)

Is gensitive to beauty;'attends to nesthetic

characteristics of things. (25)
l1s nonconformingy accepts disorder, is not

interented in detailsy _ {26a)
it individualietics does not fear being

different: : (26Db)
f:riticizes congtructively; is unwilling to

accept authoritarian pronouncements without y

critical examination. , (27)

330



28,

29.

3(.)0'

3.

Lt

33..

3.

35.

37.

~

ARge as well as adults; seems. comfortable-

~ 331

Carries resonslblllty well; can he counted
on to do what he ‘has bromised and usually
Joes it welr. . (28)

Ie gelf éonfident with children his own

when asked to show his work to the class. —_(29)
Seems to be well liked by hig classmates. —_(30)
Is cooperafive wi th teéchers and classmates;
tendsfﬁo‘avoid bickering.and is generally

eacy to get along witn. . ___(31)
Can express himself well; has goond verbal

facility ééd is usually well‘understood. - __(32)
Adapts readlly to new situationsy. 1» flex-

ible in thought and action and does not seem

routine it 'changed.___ (33)

dlsturbed when the nor?
Seems  to enjo& being around ™ther péople; i's

wociable and prefers not to be alone. —_(3h)
Tends to dominate othcrs when they are

around; generally dlrects the activity in

wh;ch he is 1@V01V0G. ' ' ___(35)
Participates in most uocial sctivities ‘

curnected with the school;.can be counted

*n to be there it anyone is. | __(36)
Excela in uthletic activities; is well co-

crdicated and enjoys all sorts of zth-

letic games. , . o _(37)

|00 N,
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The following statements apply to the reading class and

its activities., These statements can .be handled in the

same manner as the previous ones, i.é.f respond to each

one with 1, 2, 3, 4, 5, or 6, depending upon how often -
you obsgerve the trait in the student.

1. The student exhibite a strong desire to come to
the reading circle or to have reading instruction

take place.

2. The student is enthusiastic and interested in
' participation once he comes to the reading circle
or the reading class begins. .

3. The gtudent asks pefhlselon or raises his hand
to read orally. .

4. When called upon to read orally, the student
eagerly does so. L

5. Contributions in the way of Qoluntary discussions
are made by the sgtudent in the reading class.

6. The student expresses a desire to be read to by
you (the teacher) or someone else, and he atten-
tively listens while this is taking place. -

7. The student makes an effort to read printed
materials on bulletin boards, .charts, or other _
displays having writing on them. ‘

8. The student elects Yo read a book when the class
has permission to choose a “free-time"” activity. ‘

9. The student discusses wi- you (the teacher) or
members of the class those items he has read
from the newspaper. magazines, or slmilar mater~-

als. .
= . —

10. The student expresses genuine interest in g01ng
to the school's library. - ‘ i

11. The student voluntarlily and enthueiastlcally
discusses with others the book he has read or
is readlng —

12, The student very w1lllngly answers a questlon
~asked him in the reading class. ,

13. - The student listens attentively while other
students share their reading experiences w1th

the group. “ S 2 |



14,

15.

16.

333

The stuéent expresses eagernesg to read printedf
materials in the content areas.

The student goes beyond the textbook or usual
reading assignment in seprching for other materi-
als to read. '

The student contributes to group discussiong
that are based on reading assignmentsg made in
the content areas.

1
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APPENDIX F5

"TEACHER RATINGS” (Smith, 1969), oR
TEACHER QUESTIONNAIRE

In the following items, blease circle a number to indicate’
the extent to which the child possesses the quality de-
scribed. For example, "3" would indicate that the child
bossesses the characteristic about half of the time, or’
about .average. 4 "5" or "1* would indicate that the child
bossesses the characteristic nearest the "s5* .or n"1v, almost
all of the time. A "4* or "2" indicates that he would have
that characteristic a good deal of the time.

1. Ability to work at taaks'independently after direc%ipns
é}e giveni, ’
very 4 - not :
independent 5 b 3 -2 1 independent

2. His (or‘her)restimation of own abilities;

very ] unrealigtic
realistic . 5 4 3 2 1 L

3. Ability to react constructively to frustration?\

very con- ; not -
structive 5 4 3 2 1 constructive
4. Desire for praise by adults: o

1

high desire S 4 3 2 1 low desire
5. Ability tg\ioatpone gratification, »

not demanding ‘ demands
of immediate 5 4 3 2 1 immediate
satisfaction - . . satisfaction

1

6. Need for affection from teacher;
great need 5 4 3 2 ‘1 s8light need
7. General competitiveness,

- very ' : not . ,
competitive . 5. 4 3 2 1" competitive



10.

11'

12'

13.

14,

15.

16.

* -
[

Ability to concentrate and maintain attention on work:

very good poor '
conc%‘ati on 5 4 3 2 1 concentration

"':

Popularity with feliow students: B
very popular 5 b 3 2 1 not popular

Initiative and resourcefulness:

develops own does not de-
ideas, projects, 5 b 3 2 - 1 velop own
and goals ‘ 5 ‘ ideas, pro-
. jects and
goals

!

Desire to do well in schoolworkn'

strong desire ' no desire to
to do well 5 4 3 . 2 1 do well

General aggresslveness toward other children;

frequently rarely
aggressive 5 4L 3 2 1 aggressive

General aggressiveness toward the teacher

frequently rgrély
aggressive 5 L 3 2 1 aggressive
Pride in accomplishments

8 : .
very pleased ' \ indifferent
when he does _ f when he does
something well 5 4 3 .2 1 something

. well

Need for emotional support:

seeks reébsure- , almost never

ance when*in comes to

difficulty 5 4 3 2 1 teacher for
reassurance

Frequencv of asklng for help with schoolwork:

. very : ‘ _
frequen-ly 5 ' 3 2 1 infrequently

335



17.

18,

19.

336

Ability in-written assignments to use language in a

fresh and imaginative way:

1

very _
imaginative 5 4 3 2 1 unimaginative

- .
to failures (Check as

How does this child respond
many as apply)t

with anger
with shame
with indifference
with a desire to improve .
by avoiding the activity the next time
o&her (please describe) *

How does this child respond to.critiéism by adults?

() with anger

( ) with shame

() with indifference

() with a desire to please
() with a desire to improve -
() by avoiding the activity the next time
( ) other (please describe) _ . .

K

T
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"Please circle a number‘for each item below to indicate the

extent to which ‘the child possesses the quality described:

Extent Child Possesses the Quality

very very
moderate
great ) - glight
20. being friendly with . |
other children: 5 b 3 2 1

21. being a leader with _ :
other childrenu 5 4 3 2 1

22. Dbeing able to carry
out reasonably dif-
ficult tasks on his
- own without agsis-~ ! , ‘ -
tance or guidance: 5 L 3 2 1

23, being explorative _ ; ‘
and curious: 5 b3 2 1

24. 2ing able to. make . A
ils %yn decisions: 5 L 3 C2 1

25. stlcklng with a task
within his range of °
ability -until he com-
pletes it: 5 4 3 2 1

26, trying to improve
his performance at
various skills he

. has learned, 5 n 3 2 1
. 27. . being stubborn 5 b 3 2 1 \
28.' trying new things on \
, hlB owni 5 4 3 2 1 St

29. standing up for his
own rights with other ‘
children 5 L 3 . 2 1

30. controiling his emo- .
tions and impulges: 5 L 3 2 1

"9'
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Extent Child Possesges the Quality

very very
moderate ' n
great e slight

31. being well or- : :
ganized 5 4 3 2 1
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PARENT SOURCE\_
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' . APPENDIX G,

PARENT INTERVIEW

\

When was : born?

How many other children are there in the family? (list
by name and age): : :

Which schools did | attend?
(d) Nursery schooli :
(b) Kindergarten:

(c) PFirst grade:

(d) Other grades:

How did __ feel about school before he started?

e a—

What was | 's attitude toward school during the ‘
first month? ‘ ' . P

The first day in school isg certainly an important one

for a child. But it is also an important one for the

parents. What were your thoughts and feelings about
starting school? . h :

Hasn gone to Sunday School, or any other
clagses outside of school? ‘ 3 N



. 8. At some time or other children say, "I don't want to

g9 to school today.” How do you handle this? How
2 often has this happened? What were the reasons?

D

9. Often a child has some habits that a ‘parent would like

to see changed, and the parent hopes that going to
gchool will help this change along. What about -
2 .

r

1
\

10, Did you notice any important changé in
‘during his first year of school? What do you think .
were the reasons for this? _

11, What can you say about how

' | got along with
the teacher in grade one?

12, How did ____ get along with the other children:
, - in the c¢lass? DIid he make new- friends? Were there
children with whom did not get along

well? Were there children with whom you did not
want him to associate?

1/'.

| . . '

Children usually havé some complaints about schoel

such as the teacher, the children, what they do, or
[ ]

the school itself. Do you remember what - 8
complaints were during the first year? -

.
1

13.

3



14,

15.

16.

17.

18.

19.

20,

How many times during that first year did\you talk to

's teacher? Were any of the discussions

~ about problems with ?

Often some children worryi about how well they do in
gschool. In that first year did ever. say
or do anything that made you think that he worried
about how he was doing in school? '

How much attention Ao you‘think the teacher should
pay to reading the first year?

~

Did you read with I in grade one? How often?
How much?. ‘ :

Of all the thinge that happen in school, which part
would you say ___ liked best? .

. . ) g . ‘ E i .
Wh&} was igrabout gchool that - liked least?.

N\

A

How does get along with his present
teacher in comparison to the teachers he had before?

N

342



21,

22,

273,

24,

- 25,

26.

27.

29.

. About reading, would you say ' had

343

How does get along with the children in hisg

\ ————
class now?

Since his first year in school, what kinds of com-

' plaints hag . had about school?

( ) no trouble at all learning to’read /
some trouble \
) a lot of trouble

When rgoeg to néhool. would you say:
he likes going to achool

() .
() he's neither happy nor sad about #oing to school
5 ) he'd probably rather not g0 to sgchool ‘

) 1t's hard to tell how he feels about that

"When ‘ comes home from school, how much does

he tell you about what has gone on in class?

( ) he tells a lot
() he tells a little
() he says nothing o

(If the answer is a lot or a little, can youy give me
an idea of what he would say? If the answer is
nothing, why do you think he would not talk about
school? Has he always been thisg way?) :

Has had any unususl 1l1lnesses?

Has \ been out of school for a while for any
reason?

How frequently doesg bring home work he has
done in clagg?

How doeg Teel about homework? Do you ever
help him? : :

'



30,

31.

32.

33.

34,

35,

36-

37.

38'

- admire mogt?

- What is the one thing™a

What do you do if does no homework?

Do’you think ’ has learned:
( ) more than you expected of him
) as much as you expected of him
less than you expected of him

What is the one thing about that you

K .

K% .
b ul

admire least? -

What would you~say are the thi%%é -~ the eveﬁts.
happenings -- that really make ‘ happy?
€ K L

N

In general, when he 1ig angry, ‘hei

é ) gets sulky and silent
) hits people . '
2 ; throws things

talks angrily

What rules do you have for ° watching TV or

"going to the movies?

What rules do you have for reading books?
(elther the nature of books or the frequency and
duration of reading): .

3

How much has been inrluenced'by how other
children think and act? .

34y

P S e, 2

w3

s

L8y
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39. Some . people believe that from an early age parents
8Bhould let children make up their minds ag much as
possible. Other people believe that children do not
know what is best for them and should not be allowed .
fo make their own decisions. How do you feel about

t?

40. I have her
children.
of any

& llst of thinge that sometimes frighten
Could you tell me if is afraid
these things? _ .

/lightning and thunder
being left alone
elevators or escalators
high places- (looking out)
seeing'\nood

‘the dark

)

§

)

) animals . .

) belng spanked or punished by the parents
) getting lost

g getting sick : ’“‘*\\
certain radio or TV programe or movies

) not being liked ' . a
) certain kinds of people

) new situations

‘41, When you think of the future, how.much education
would you like to have?

42. Patents usyally have some ideas about the kind of 1
work theyfould like their child to do. What ideas
have you had about the kind of work you would ldike

‘ __ to do? <

43. Did you have as much education as you wantéd?

. 44, wWhat is the husband's occupation? | .

-

45, Wr is the wife's pccupation?




L6,

L7,

4s. .

Lg,

50;

51

52.

. English?

about thig?

What languages are spoken around the house, and ig
exposed to any other language besides

placed in school on getting good grades ang this makes

~children tense and nervous. . Other people have saig

that if you don't make getting good grades important
children will not do their best. How do you- feel

\

Y

Do you belisve in the sayiﬁ%, "Spare the rod and
spoil the child?" or do you feel that no ugeful pur-
bose can be served by spanking or punishing the child? .

I

How interested would you say that is in
reading booka? - ) o L ¢

What kindg of books does read?

RV
N s
{

What kinﬁscof books does the father read:

What kinds of books does the mother read:

. N

7



53..

Sk,

55.

56.

57

58.

" Mmany?- How#ften? Y

£ Ry ig

Why would you say is interested in books?

How .often do you read? (to yourselves? to your child-
ren? duration of reading? frequency of reading?)

.

How large a library do.you'have in the house? (types.
of books and magazi ~s in the library, or types of
magazines that you subscribe to). ‘

Do you take_books out from the public libraries? How

e

How o ften ahd how many books does take cut?

B ) p
What ﬁindsﬁofcagtivities do you share together with

o8 RS «

‘A,;‘;‘vj-.. N
rap8ligious affiliation? o
reaf®hd fmportant to you?', ‘

-

AN

&

347
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APPENDI X G2

* PARENTAL QUESTIONNAIRE #

Fi

Here is a list of words used to describe people. As you can
gsee, the words are paired off into opposites, and sometimes
the words are defined-further. Can. you decide where your *
child is in terms f each pair? Between each two words are
the numbers 3 2 1 1N2 3. Decide which of the two wordg de-
scribes him better and cir one of th® three numbers next
to that word as follows: .j’e' . )

'

o

1 a little more on this side . ‘
2’ definitely on this‘side (Compared with
3 very much on thig side children of his
. age)
Tall 3 02 1 1 2 ;5 Short

If your child is very tall, you would circle the 3 ~ight

next to the word "tall®, if he were a 1ittld cn the short

side you would circle the 1 closest to the wor. "shourt",

and 8o on, circling one number for each pair of wor%‘. .

| ,. x Y.
1. Immature 3 2 1 1, 2 3. Mature ‘
(acts younrer :‘ (acts grown lup)
than age’ - '
2. Sociable 3 02 1 1. 2 3 Withdrawn
(hates play ' (enjbys play .
alone) . : . alone
3.  Anxious 3 % 1 1 2 3 Unanxious
(nervous, : : ‘ (not nervous W
worries) _ . or worried) A
I e R
L, - gimigti L2 1 1 -2 timisti "
aempmale 0.2 > Optimistic
; (emgctﬁﬁe N . - (expects the
WorELy v T ' | best) -
5. Res’p'%’ble_‘} ¥ 2 1 1 2 3 Avoids Té- :

ey N sponsibili ty
(trus® to do - N
what is told) o o \

¢ .



8.

”?

- ::"“ "’.1 1 t‘»'lv

12,

13.
14,
15.
16.

17.
18,

19.

20.
21.
22,

Aggressive

(fights)

Feels
superior

Hide feelings

N
lctive

energy)
Tens@ .

Neat and "
orderly

Follows’
.others

Stubborn
Dependen
Generous

Ambitiou

(always tries
to be on top)

Saves . -

(imitates)

t

Excitable

Eats very

little

: *(busy. uses

>
s’
NN

—.‘”_ .

Indoor typé

Affectionate

Adapts t
changes

-
T -

(o)

&
<%
M

wow

(W)

- 3,

oW oW W

*i

1 1
1 1
1 1

1 1.
1 1
1 1
1 1
1 1
1 1
11
1 1
1 1
1%
b 2
1 1
1 1
109

LAV I S XY

W o w ow oW

‘ jfﬂepnéssed'L’

Submigsive

(av01ds fights,
not aggressive)

Feels
inferior

Shows feelings
<n

Inactive

(phyeﬁcally
quiet)

- Relaxed .

jMessy and

cluttergd

\

Leads otheps

(is imi tateq)
Not stubborn
Independent
Sélfish
Unambifious

(doesn't try
to be on top)

Does not,save

(qulet. doesn't
get excited)

Eats very much -

B )
Outdoor type

Unaffectionate

Set in hig’
ways

349



23. .

2k,

25,

Impulsive

(doesn't plan
with ¢éare

Sensitive

(easily upset)

Takes blame

(admits
errors) .

3

3

3

" (does

Plans with
care

s

Not sensitive

(not easily
upset)

Blamég/ others
~

A"

"teadmit
errqre)'
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Parents have different ideas about how important:it is for
a child to have each of the qualities described below.
Would you indicate for the items listed the extent to which
you feel it is°important for your child to possess each of
the qualities., '

Degree of Importance

very moderately very
important important unimportant
1. being friendly L | ° .
with other child- . o
ren ‘ 5 L 3 2 1
2. being obedient = - )
to parents: 5 7y e 2 1
3. doing his best | B
at tasks: 5 4 3 2 1
k. being a leader with - ’
other children: 5 L 3 2 1
5. Dbeing resourceful: 5 L. 3 2 1 -
6. Dbeing able to carry : e - .
out reasonably dif- . . : iﬁ .
ficult tasks on his _ ‘
own without assist- . | ) %
-ance or guidancei- 5 & 3 2 1
7. Dbeing creative) 5 4 3 2 1
being self-reliant: 5 L, 3 2 1

9. ©being explorative _
-~ and curious: 5 4 3 2 1

10. being skillful at
~athletic activities)

w
=
W
N
-

11. being able to make -
his own decisionsg: 5 4 3 2 1

12, sticking with a task : 9
¢ Wwithin his range of -

ability until he com- > .

pletes it: ; 5 L < 3 2 r



g

13.

14,
.. 15,

16.

17.

18.

19,

20,

21,

22,

23.

Degree of Importance

S
.. - -
-

 me

[ )
[ gt

352

very moderately  very
important impo;tant ‘unimportant

trying to improve
his performance at
various skills he ' :
has learned: 5 <;\_i/ 3 2 1

. being stubborn: 5 3 2 1
trying new things | _
on his owni 5 4 )Q%ﬁ}rwmg 2 1
taking pride in _
doing things well: 5 L 3 2 1
doing well in com-

petitive games: 5 4 3 2 1
standing up for his ‘
own rights witg : .

~ other childreni 5 4 3 2 1
thinking of things
to do without ask- .
ing for suggegtionsi 5 4.» -3 2 1
controlling his

‘emotions and im- > X

pulses: 5 L 3 2 1
being able to do

well in school: . 5 L 3 2 1
learning to read
wells - 5 4 3 2 1
reading many books: 5 m 3 2 1
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AF’PENDIX'G.j

MOTHER'S QUESTIONNAIRE (Coopersmith, 1967)

Indicate ybur opinion by drawing a circle around the "A* if -
you strongly agree, around the "a" if you mildly agreé,
around the "d" if you mildly disagree, and around the "D"

if you strongly disagree. If you have any ideas which you
feel should be included, .jot them down at the end. Try to -
give your first reaction. If you iread and reread the state-
ments, it may be confusing and time-consuming. @

There are no right or wrong answers, so0 gnswer according to
your own opinion. Try to answer all of the questions. Many
of the statements will seem alike but are necessary to show
slight differences of opin%on. :

-

\ Agree Disagree

1.  Children should be allowed tc disagree
- with their parents if they feel their
own ideas are ‘better. LA a d D

2. It's best for the child if he never
gets Btarﬁed wondering whether his i
mother's views are right., S~ A f@% d

3. Parents should adjust to the children
some, rather than always expecting the
children to 'adjust to the parents. A a 'd D

4. Parents must earn the resﬁect’of their '
) children by the way they act. ‘ A a. d D+

5. ; Children would be happier and better
behaved if parents would show an ;
interest in their affairs. A- =a d D

6. Some children are just so bad they must
be taught to fearygdults for their own

good. ‘ A a d D

7. Children will get on any woman's nerves ‘
if she has to be‘with'them all day. A a d D

8. One of the worst things about téking

*™ care of a home is a woman feels that , -
she can't get out. : ’ “ A ] d D

?

R -
s Ve VTR SR U




10.

11.

12.

15,

16.

17,

18. -

19.

20,

If‘you let childre

more.

Thefe’in nothing worese for a young
mother than .being alone while going
through her first experience with g

bal .
1

Most children are t
15 months of age.

The sooner a child
8 trained.

better he'

A child will be
strict training.

A moth&r should make it her business

to know everything her children are

thinking.

A good mothnf?shAUId sheltaréﬁ_ o
child from life's little dif#Tculties

There are so many thing
to learn in life there
for him sittin

his hands.
¥

Children should be
their parents about
feel family rules ar

A parent should never be made to
wrong in a child's eyes.

Childrenaare_too often.asked to do
all the compromising and ad
' - and that is not fair,

As much as
'should try

lequal.

Parents who are inter

ing abo

\

n talk about their
troubles they end Uup complaining even

/et trained by
fearns to walk the

grateful 'later on for

8 a child has
i1s no excuse
€ around with time on

encouraged to tell
it whenever they |
e unreasonable.

Justment

18 reasonable, n parent
to treat a child as an

ested in hear-
their children’s parties,
dates, agpd fun help them grow up
right. - '

Digagree
d D
d D
d D
d° D
i

d D
d D
d D
d D
d D

\

1
d p
d D ,.
d D
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24,

26.

27.

28,

29,

30.

310
32,

33.

ree .

Mothers Very often feel that they
can't stand their children a moment
longer. A a

Having to®e witnh children all the

time gives g woman, the feeling her

winga have been clipped. .. A a

Parents who start g child talking aboyt

bear just about all the burden of

raising ‘children by herself, " A  a 1

The earlier g child is weaned from
1ts emotional ties to itg arents
the better it will handle ft's own
problems, , A a
A child should be weaned away from
the bottle or breast aB soon ag
possible. - . e

Moatgyoung mothers are botﬁered more

' - by the feeling of being shut up in
the home than by anything elge.. A a

‘A child should never ke P a seéret
.from his parents, - L A a

A child should be protected from jobg
‘Which might be too tiring or hard'for
him.. ' '

Children who,don't\try hard for
Success will feel that they have
miased out on]thingsglater on. A a
\ N .

A child has g right to his own point
of view and ought to be allowed to
express it, . : :

Digagree
d D
a4 D
d D
d p
d },D
d D
d D
d D
d D
e
d p
d D
d D
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36,
37,

8.

Lo,
Ly,

42,

Ly -

s,

b,

; \6hildren'a grader in achool are g»
“reflection of the intelligonce of

‘Children should never learn things

outside the home which make them
doubl their parents' ideas. ‘ A

There is no reason parente should
have their own way a1l the time,

»any more than that children sghould
~have thelir own way all the time.;, = 7

Children neldon GXprunn anything
worthwhile; their ldeas are usually

unimportant, A
If purentas would have fun with their
children the chlldren would be more

apt to tanke their advice. LA
A wise parent will teach a child

early just who ir boas. h \ A
It's n rare mother who can be sweet

and eventempered with her children

all day. A
Children should Ye taught how to

read even before they go to regular
“school, A
Child pester you with all their
1ittle Upsate if you aren't careful
from the first. - ’ A
A wige woman will do ‘swaything to |

avoid being by herself before and /
after a1 new ‘baby. . \/K
their parents. A

It im more effective to punish n»
child for not doing well than ‘to /

reward hlm for succeeding. - A
Children whu are held to firm rulés
Krow up to be the bent adul tg. A
An alert parent should try to learn

- A

all her child'=a ¥hought=,
« \ i

n

0

14}

a

3}

a

a
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Digggrgo
d D
d D
d D
\-w.
d b2
d D -
d D
d D
d D
d D ‘
d §]
d D.
d D Y
d D %
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! Agree‘ Disagree

47. " Children should be kept wﬁy from all
hard jobs which might be discouraging.aA a d D

48. Parents should tench their children
that the way to get ahead is to keep

busy and not waste time. A a d- D

49. A child's ideas should be seriously
congidered in making family decisions.A° a - ¢ D~

50.  The child should not question the
thinking of the parents. g

1. No child should ever set his will A
against that of hig parents. A a d D

. . k‘ ' .
52. Children should fear ‘their parents
to nome degree. ' , A . a d D

" 53. When you do things together, chilad-
ren feel cloge to You and can talk
easier. A =n d D

54. Children need-some of the natural'_
meannens taken out of them. ‘ A =a d

o

55. Raising children is a nerve-wracking
- Job, , ' A a d D

56. One of the bad "things about raising
children ig that you aren’t free
“enough of ‘the time to do Just as
you like. . ‘ LA A d D

4

" 57. The trouble with giving attention
«to children's problems is they .
ueunlly just make up a lot of
rtories to keep you interested. . A a d D

58. Most women need more time than they
are given to rest up in the home after ,
going through childbirth. A a d D
. ‘ D
59. A ¢hild never sets high enough
‘ A A d D

standardes for himgelf.
60. When n chiid does something well we v
can start setting his sights higher. 3 a d D
. o \ ° : . :

/

N

iy
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61,

62.

63.

64‘. .

65.

66,

67,

68.

69.

70,
71,

72,

73.

?I"

~ problems.

Léarning to read isg tﬁe mogt import-
ant thing for the child to learn. in

It is a mother's3duty to make sure ghe
knows her child's innermost thoughty, 3

I liked my child begt when I ocould
do everything for him.

The sooner a child learns that g
wasted minute ig lost forever, the
better off he will be.

When a child ig in trouble he ought
to know he won't be punished for
talking about it with'hisg parentsg.

Parents shgild be careful. legt their
children choose the wrong friends.

A child should apways nccept the
decigion of hia{pa;ﬂgts.

bhildfén should ég'néthing withqﬁ%

the consent of their parents.

Children should have a say in the

“making of familygplans.

)

It is sometimes ecessary for the.
parent to break the child'g will,

It's natural for a mether t¢ "blow
her top" when children are selfisgh
and demanding. . _ .

A young mother feels "held down"

‘because there are lots of things she

wants to do while ghe is young.
. & -

Children shoulg notuannoy their
parents with their unimpontant

Taking care of R small baby is some-
thing that no woman should be ex-
pected to do al1 by herself.

a

- a

O
358
Dispgree
d p'
d D
d D
d D
/
d D
3 D .
d D
d D
d D
d D
d D
d D
d D.
d D



75,
76.
77
'78q
79.

80.

Some children don't realize how
lucky they are to have parents
setting high goals for them.

If a child is pushed into an
activity before he is ready, he
will learn thdt much earlier.

Unless one judges a child according
to strict standards, he will not be
industrious. ‘ ¢

"It is a parent's business to know
. P

what a child is up to all the time.
Children are better off if their

- parents are around to tell them what

to do all theltime. \
A child should be rewarded for try-

ing even if he does not succeed.

Agree Digagree
A . a d D
A a d D
A a d b
A a d D
A. a d T
d D
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APPENDIX H
TELL ME WHO
1. My ndmd;is
. ) A\
2., My best friend in the class is : .

"

3¢ 1 would like to 51t near these three students:
C e | ! .
. (1) . - ot

@ : | o

4. I would not like to sit near theuse three students:

(1)
(2) .
(3)

5. Who do you think is the gmartegt in. the %“lass?
g , ! A .
~6. "Who do you think. is the leader in Mes?
~v‘@ ‘ , (. | - < - )
7./ Who do you think is the best in arithmetic in the clagsg?
8. Who do you think is ‘the best in reading ir’the class?

9. Who do you think dreads the most books in fhe,elass? .

10. " If you have a problem, who would you like to talk to
in the class about it? - ' : ;

11, Who dc¢ sou think likes schodod the best in the claaa?

M think likes reading the best in the class? ° :

—
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APPENDIX IV

 CREATIVITY ASSESSMEN
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/ APPENDIX J

TORRANCE_TESTS OF CREATLVITY (Torrance, 1966)
R . Activities 1-3 ASK-AND-GUESS » E
el @ . |

dea, will be Rased on the drawing ‘below.
o a chance to see how good. you
ind out things that: you don't
about poasible causes and conse-

The first, three acdtiv
These activitieg will
Are at asking questio
know and making’ gue

‘quences ‘oI happenihgs. LBok at the picture.. What ig happen-
ing? What caf. you tell for sure? What do you need to“Know '
to understand whatgégghappening,What caused it to happen and

13

what will be thé/r t? .

363
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- just by looking at the drawing. You

[}

. may use things that mi ht have shippened Just before ‘thés  °
" things that ate happehg

L - 364

3

S B

The following activities thevtyped on 3.x 5 inch index
o, e ,‘7' o < ~

cards. Students' responses were Tade on separatg answér

{7 . . L .
,eheetsnfan,example responss shdet ig algo given. ; :

Activity % AskIng Co3
On the page which is giveh‘to you, write out -gll of the
questions you ecan think of about. the pPicture. Agk all of
“the questions you would riegd to %ﬁk to know for sure what
‘L5 happening. Do not ask questio s.qgichjqan be answered.
4'an~quh'at the draw-
ing as much as you want toysm . ' LA -
s T BT o e
JActivity 2, -GUESSING CAUSES . ~ [

. » ) ‘I.'-" .

‘ . 3 4 . ’ M

On the page which is given %% you, list g 28 ~1i\'ad ibl ‘

sCauses as you -can of. the actionvqhown in the pigtu 8. You K
382 in the pictungn'orqsomething that .

happened a long time'@go that madedtheee‘th!hgs}happen. N SR .

Make as many gUetiaraa you can. Don't be afraliﬁip‘gﬂngs. o

f ‘éi .

‘}‘3». o o 3‘.- - ) ' . ‘_ {
Aetivity 3. GUESSING conSEQuawgss - . ¥ B
. . g ; i."¥ L ‘ ‘ o 1 b s

On the page whi%ﬁ§is givenf%of?bu; Iist. ag many posgsibili- 2y ;
ties as you can of what might happen as a result of what. . L
is takin pPlace in the.picture. ‘?You may use things that ¥ :
might hafpen right afterwards or things that m happen' 4
as a result long_afterﬁards in the future. as many g
'guébses as you can. Do?”t‘be;aggaid to guessy 3
' . i ’ ‘ . \ - ' . v \;\j

i 2 - I o - S -
Activity k. PRuDyCT IMPROVEMENT o " . -1
PREES . ) L - " ] ' . . - :, .‘"4‘37

- In the middle of thisg page is a sketch of a stuffed toy: f’ R
-eleplant,of the kind you cansbuy in most dime tores fpr\\\ o
about on;‘ko two dollars. It is aboutusix'inches tall "
and weighs about a half pound. On. the page which is given £
~ to you, lis} the cleverest, most interesting and unusual s

~that children Will have more fun-playing with it. .Do not

ways you can thir#e—of “for changing this toy elephant so

worry about how much the change would.COSt.-'Think~only3 ! ff
about what woild make it more fun t%’play‘with as a toy.

“ A

lAn actual~stuffedvtoy~elephént was displayed to the
students. - , : - '
. r a
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-

[
& 4

“have seen or heard b ut; think about as ‘ms y.

- Londy

NS

b T

AciiVity 5. UNUSUAL USES

.Most people throw their empty cardbomrd boxes away, -but

they have thousands of interesting and unusual useg. On
the peafe which is giver to you, list 8s many of thesge

interesting and unusua. uses as you can-t giﬁf « DO notv

. i - . " o .
limit yourwelf to any one size of box. , Y4 Ng¥ use as many -
boxes as you like. ~ not limit ‘Yourself Yghfhe uses you

possible new
uges as you can. . ! :

4 L . ®
. Activity 6, UNUSUAL QUESTIONS . :

4 N
In this activity, you are to think of as many questions as
you cany about cardboard boxes. These questions should lead -
toya variety & different answers and might arovuse interest
and curionity in _others concerning boxes. Try to think of
questions about nspects of cardboard bBoxes which people do
not usually think about. * ° :

R 3.
" : - : . g,

4 ' i M P
‘ ' | B A §

ro,
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By, »

l ' i
Activity 7. JUST SUPPoSE

You will now be #iven an improbable Bltuntion -- one that

will probably never happen. You wil] have to Just guppousge
that it has happened. Thig will give You n chance to use

your imagination to think out all of the other exciting things
that would happen IF thiw improbable sltuation were to cume
ture, o .

. ' . \
In your itmagination, Just suppose that the situntion des-
cribed weke to happen. THEN think of all of the other things
that would happen becruse of jt. In other words, what would
be ' the oonsequencea?& Make as many gueshes ng you éan.

' . {
The improbable ‘git jon -- JusT SUPPUSE ¢louds hgd‘gtgingg

attached to them w hang down to eart} W¥hat would
ze;,

happen? TList your ideas and guesges on t next page.

’

y
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FIGURAL, FORM A
ACTIVITY 11 PICTURE CONSTRUCTION .

nglowfis~n piece wf;vOIOred'ﬁkper‘in the torm of a curved
.SQRDﬂL* Think of a.picture or'an object which you can ‘draw

th the piece of paper-'as a part.! On the back of thegde
shapes you will find a-thin Inyor mf“papev'thgt ‘can be
peeled away. Look. Now you can 8ticksyeur| colordd shape
wherever you want to make the ‘picture ydu have “inYming
Stick yourson thgynext page where ydu want it and pregs
down on it. Theméadd lines with your pencil or crayon to =
make youg:picture. T ’ Cowe
Ty to think of g picthre’hhnt no one élse‘wiLJ'thdbwpf. ER

PR

Keep adding néw idéus‘tO‘your first idea to make it'tel} de - J 

interesting and as exciting n'atory aa you can; .
wn&n you. nkgted your picturé&ﬂthink‘gp 8 pame or . .
title foy e it at the, bottomof the page in the
spac¢e p Make your ‘tle’ag olgger_aqd‘uhusua; as
possi L to help.t¥11 your' story. v T
% o . s
". 1 S * B -
' -3 J .
i :)" 2y . s
} o -
- “"
% \
\ A
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ACTIVLIRY 0y

By adding lines to the incomplete figures on thia and the
hext page, you can sketch. some interestir
Again, try to think of some~pic ture or object that
e it tell asg complete

by adding to and
Make up an jn egting title
e
\

tares.
Ny one elxe will think of,

and as interesting n s8tory as you can

dutlding up your first tden.

for each of your drawings and write i
hlock next to the number of the figure.

|

Try to mak

t at t)

PICTURE COMPLETION

W& objects or piec-

bottqm of each

B .
%
% i . -
. &

! : 2
T ‘ \
. o
s o
{° )
’ -
i . .
™~ ‘ .
» .
§
- ! -
i
2. i
3 l
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/// ) | N | .
o e AR It;\‘!‘Y 1 CIRCLES S

; >§§§§Q¥§Qg N )

o

4

-

In ten minutes see kow many objects or plctures you can. .

- make from the clrcles below and on the ngxt page. The"
cirglee should be the main part of whatever you make. With
pehicil or crayon add lines to the circles to complete your -
plcture.. You can place marks inslde the circles, outside
the -circlos, or both inaide und outside the circleg ==
wherever you want to in order to make your picture. Try
to think of things that no one else will think of. Make

a8 many dirftsent pilctures or objects an you can and put
na many ideaf nm you can In each one. " Make them tell as
complete. and a: Interesting a ntory as you can. Add names
or titles below the objectg. , S

v . ) ‘ |
-5 , : ; .‘ | o
. | | - }

ki
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