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ABSTRACT 

A program in functional literacy was undertaken in 

March 1971, at the Li~eracy Training Center in Yarmouth, 

Nova Scotia, under the auspices of the Adult Vocational 

Division of the Nova Scotia Department of Education. 

According to the original design of the program, 

training was to be multi-media and largely self-directive, 

the students being guided by a master chart of the many 

skills involved in reading. 

The development and implementation of this program, 

however, revealed that considerable modification of the 

original assumption was necessary. Through minute analysis 

of commercial reading systems for the purpose of supplying 

materials appropriate to the various skills on the master 

chart, and through the testing of those materials with stu­

dents, the research team evolved criteria for evaluating 

resources. Close work with students on a trial-and-error 

basis provided experience and knowledge leading to a meth­

odology which combined multi-media individual instruction 

with the more traditional classroom instruction, emphasizing 

small groups. 

This study traces the evolution of this program and 

provides a methodology for adult literacy training and an 

analysis of commercial reading systems designed to augment 

that methodology. 
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CHAPTER I 

INTRODUCTION 

The Problem 

A Literacy Training Center was established in Yarmouth, 

Nova Scotia, in 1971 to develop a program according to the 

assumption that adults could successfully overcome illiteracy 

by a learning process that was largely self~directive. The 

implementation of the program, however, indicated that the orig­

inal assumption needed considerable modification. This study 

will describe the evolution of this program, providing a method­

ology and an analysis of commercial reading systems designed to 

augment that methodology. 

Historical Background 

In 1967, under a Federa~-Provincial agreement (the 

Adult Occupation Training Act), Nova Scotia was empowered to 

develop programs to upgrade adults so that they could either 

obtain employment or meet the requirements of a vocational 

training course. These Basic Training in Skill Development 

programs were originally instructor-class centered with no 

provision for individualized instruction. Students in a class 

differed widely in terms of abilities, needs, and goals. 

Furthermore, very little reading material suitable for adult 

students existed, especially for those who had to begin at the 

1 
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illiterate level. Even comprehensive systems, like 

Learning-100,did not provide for the needs of non­

rea_ders. 

In 1970, at the request of the Adult Vocational 

Training Div1s1on of the Department of Education, Nova 

Scotia Newstart designed a functional literacy program 

to compensate for the inadequacies of existing Basic 

Training for Skill Development programs at the literacy 

level. The developers hypothesized that a Dacum (Devel­

oping a curriculum) method ut111zing a self-instructional 

approach would be more suitable than, the traditional 

method for illiterate adults. The research team hired 

to develop the program discovered that, in practice, 

certain assumptions implicit in such an approach were 

not feasible for literacy training and that certain as­

pects of the traditional approach had to be retained. 

Purpose of the Study 

The purposes ofthis descriptive-analytical study are: 

1. To describe the development and implementation 

of a demonstration project in functional literacy. Jones 

(1966) describes demonstration projects as operational 

activit1es undertaken to display the feasibility and/or 

desirability of promising ideas, techniques, or programs 

with the objective of stimulating their adoption else­

where. 
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2. To describe how the Dacum assumptions were ~ried 

and modified to fit the practical needs of the adult learn­

ing to read. 

3. To provide teachers with a methodology and an 

analysis of a wide variety of commercial reading systems 

suitable for use with adults. 

Procedures 

During the development and operation stages of the 

functional literacy program the research team kept records 

on the analysis of commercial reading systems, on materials, 

ideas, and lesson plans tested with students, and on confer­

ences in which operational problems were discussed. In ad­

dition, reading tests were administered. 

For the purposes of this study, the researcher col­

lected the data compiled by the research team, synthesized 

it into a suggested methodology for literacy instruction, 

and designed a model by which to array the data from the 

analysis of commercial reading systems. In order to exam­

ine other educators• thinking and study relevan~ to adult 

basic education, the researcher undertook a review of lit­

erature in the field. 

Delimitations 

This thesis is not an experimental study, nor is 

~ta rigorous examination of the reading issue. Its 
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intent is not to prove a hypothesis but to describe 

changes in various assumptions. 

There are too many variables in an on-going pro­

gram to find conclusive support, in a statistical sense, 

for any hypothesis. Since no attempt was made to control 

variables, it was difficult to determine which factors 

made for the success of some students and the failure of 

others. Rather, basic assumption~ about literacy traini~ 

were in a sense tested in a practical situation where 

many variables were at play. 

Definit1on of Terms 

illiteracy, Anderson and Niemi (1969) define the 

complete illiterate as one who is unable to read, write, 

or figure at the grade-one level. 

functional illiteracy, Anderson and Niemi (1969) 

define the functional illiterate as one whose competence 

in reading, writing, and mathematics does not extend 

beyond grade five. 

the Dacum methods The Dacum (Developing a Cur­

riculum) procedure of curriculum building defines and · 

measures skill development 1n terms of behavioral objec­

tives. An organizational sequence which is considered 

necessary to attain these objectives is presented 1n 

chart form. (Nova Scotia Newstart, 1972). 
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The goal of the Dacum method 1s to meet 1nd1vidual 

needs 1n terms of curriculum, learning style, learning 

ability, learning rate, and availability for training. 

To accomplish th1s goal the learner 1s to be self-directed. 

That is, he is to orient himself with the assistance of an 

instructor to the self-training process. This means that 

the learner can attempt any on.e of a number of skills on 
I 

his level and can select from a number of modes and media. 

The role of the instructor is to develop labs (learning 

activity batteries relevant to each skill~. to assist the 

student when he is having a p~oblem and to evaluate achieve­

ment. Testing 1s undertaken when a student feels he has 

mastered the contents of a skill block, at which time he 

1s tested 1n h1s ability to perform the skill. 

traditional methods, These methods are usually 

associated with teacher-centered programs. They could 

include 1ndividualized instruction, group instruction, 

or both. The teacher directs the learning process 

through close interaction with the student to ascertain 

his needs and to prescribe programs. 

Plan of the Study 

Chapter I introduces the problem, historical back­

gr.ound, purpose, procedures, and delimitations of the study. 

Chapter II presents a review of selected liter­

ature pertaining to adult basic education. A connection 
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between the conclusions drawn from the literature and 

the suggested methodology is made in Chapter IV by 

WaY- of summary statements where they are applicable. 

Chapter III outlines the procedures by which the 

research team arrived at a methodology for literacy 

instruction and an analysis of selected commercial 

reading systems. In addition, it describes the methods 

by which this researcher provides a record of the exper­

imental literacy program. 

Chapter IV describes the development, operation, 

and evolution of the functional literacy program in 

Yarmouth, Nova Scotia, from March 1971 to September 

1972. 

Chapter V provides an analysis of a selected 

variety of commercial reading systems suitable for adult 

literacy students. Here the analysis is presented in 

tabular form, with the complete, detailed analysis of 

the systems contained in Appendix B. 

Chapter VI describes a workable methodology which 

was finally arrived at by the research team after sixteen 

months of experimentation. 

Chapter VII concludes with a summation of the 

discoveries made by the research team and makes recom­

mendations for the implementation of future programs. 



CHAPTER II 

A REVIEW OF LITERATURE PERTAINING TO ADULT BASIC EDUCATION 

Introduction 

A review of 11terature perta1ning to adult basic 

educat1on was undertaken dur1ng the evolut1on of the 

program 1n funct1onal 11teracy descr1bed in this thests. 

The more urgent became the necessity to modify the origi­

nal hypotheses underlying the program, the more clear 

became the necessity to find out what other researchers 

had discovered. While a search for studies specific to 

adult literacy was emphasized, other areas of the liter­

ature proved fru1tful, and indeed necessary. It was not 

intended t .o undertake a rigorous examination of the 

debate over reading methods, but rather to examine 

various aspects of funct1onal literacy, psychology of 

adult learning, adult basic education, methodology, 

media, testing, and remedial read1ng. Considerable 

overlap within these areas was 1n fact discovered, 

making it sometimes impossible to separate the results 

of the research 1nto distinct categories. 

The majority of the stud1es reviewed during the 

course of this literature search supported the conclu­

sions which the research team had already drawn. 

1 
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Adult Basic Education 1n General 

The Need for Adult Basic Education 

Undereducated adults include the complete illiterate 

who has had no formal schooling and consequently is unable 

to read, write, or figure, and the functional illiterate 

whose competence in those skills does not exceed the 

grade five level (Anderson and Niemi, 1969). Adult 

basic education is designed to meet the needs of such 

adults by providing them with functional competence in 

reading, writing, and mathematic·a. The governments ot 

both Canada and the United 8tates have enacted legisla­

tion to set up programs for undereducated adults. Lack­

ing basic education and vocational skills, these adults 

cannot function in the economic world. Lacking basic 

social skills, they do not know how to sell themselves. 

Therefore, they need special training so that they can 

become candidates for vocational training and economic 

viability. 

Goals of Adult Basic Education Programs 

Adult basic education programs tall into two main 

areasa literacy and basic skill development. The prob­

lem of literacy, as Coles (1967) suggests, is not to make 

people literate but to keep them literate. To realize 

this goal, Coles makes two recommendations, (1) that 

programs concentrate on those adults who want to be 
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literate because they know they can use these skills, and 

(2) that literacy should never be regarded as an end but 

as- an introduction to other areas of learning. 

Orata {1950) cautions that the training period for 

literacy must be long enough so that people learn to read 

with understanding and crit1cal thought; otherwise liter­

acy is useless, if not dangerous. This view is supported 

by Gray (1966), who envisions much broader goals for 

literacy training than the mere improvement of reading 

skills. He feels that literacy training should equip a 

person to meet the practical needs of daily living and 

to become a responsible member of society, 

The other area of basic education, basic skill 

development, requires a gract)f1ve reading level as a pre­

requisite. Skill development programs provide instruc­

tion in communications, mathematics, and sometimes science 

and/or life skills. Successful completion of a program is 

prerequisite to job training or vocational skills pro­

grams, although the level of completion may be anywhere 

from grade six to twelve. 

Because not all jobs require the same level of 

literacy, Edgerton and Blum (1954) devised a literacy 

scale, which, although old, is still relevant. The scale 

was based upon an analysis of job duties requiring 

various degrees of skill in reading, writing, and 
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mathematics tasks. At the illiterate end of the scale are 

listed Jobs that need no reading, writing, or mathematics, 

painting, sanding, starting a machine by pushing a button. 

At the literate end of the scale are listed such jobs as 

reading packing instructions, handling cash transactions, 

and interpreting manuals. Such a scale is of interest 

and value to anyone involved in planning upgrading pro­

grams. 

There is a general consensus on what is needed in 

order for adult basic education programs to reach the goal 

of making their students literate and providing them with 

enough skills to pursue a vocation, As outlined by 

Lanning and Many (1966) these needs ares 

adults, 

1. Research on the kinds of programs suitable for 

2, Realistic planning. 

J. Trained teachers. 

4, Provisions for medical referral and vision and 

hearing correction, 

5, Psychological services, 

6, Counselling services to provide pre-program, 

in-program, and post-program counselling through the 

cycle of recruitment, training, job placement, and follow­

up of the trainee, 
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Research in Adult Basic Education 

Both Knox (i967) and Anderson and Niemi (1969) 

found that there were very few studies dealing with adult 

basic education which are based on carefully designed 

research. The twenty-four studies that Anderson and 

N1em1 found did, however, seem to verify the potential 

or the disadvantaged for further education and to suggest 

that personalized instruction is most effective. In his 

report of fifty-one studies 1n the literature, Knox 

found that only a quarter of them were pure research 

studies, and most ot those were conducted using primitive 

methods of data collection and analysis and an elemen­

tary rationale. Consequently, he concluded that there 

are few substantial generalizations that can be supported 

by any one or a combination of the studies in his report. 

However, he generalizes on nine points regarding adult 

basic education that seem to be supported by available 

research, 

1. Most illiterates can make progress toward 

functional literacy if minimal procedures, adequate time, 

and moderate interest are available. 

2. It is difficult to identify functional illit­

erates accurately. 

J. Adults with low levels of literacy tend to 

have reading proficiencies two to three years below their 
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school-leaving level. 

4. The crucial problem 1n adult education is to 

reach these adults, through understanding the major 

influences on readiness and motivation. 

5. There are few tests that .have been developed 

or adapted for use with illiterates. This is a major 

restriction on program development and research. 

6. There is a shortage of appropriate high-interest, 

low-reading-level materials for adults. 

7. There is little evidence of the effectiveness 

of various instructional systems that have been specifical­

ly developed for adult basic education. 

8. When teachers carefully follow an instruc­

tional system, little evidence exists to indicate that 

the level of education of the teacher 1s associated with 

learner progress. 

9. Adult basic education has been insufficiently 

related to other areas of competence, such as job and 

family life. 

Profile of the Adult Learner 

Vision 

Kidd (1959) and Bischof (1969) both agree that 

there is a general decline in visual function and a steady 

decline in efficiency in specific visual functions with 
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age •. Bischof adds that too little attent1on has been 

paid to the impl1cat1ona or this decline, and to the need 

or older people ror greater 1llumtnat1on for reading. 

Hearing 

The consensus seems to be that adults gradually 

lose the ab111ty to hear. Bischof (1969) states that 

most authorities agree that the ability to hear h1gh-. ' 

pitched sounds 11 lost t1rst, and usually after the age 

ot torty. Cra1k (1965) tound that the majority of 

adults rarely lose the tull ab111ty to hear low-p1tohed 

tones, even though the ability to listen or audit de­

clines 1n ett1oienoy with age, 1C144 (1959) turther 

points out that there 1• a d.1011ne with age in the 

ability to tran•lata and. react to • ound.•, 

Mental Ab1l1tY 
There are no • imple an1wer• to the que1tion or 

whether intellectual capacity lnorea••• or d.eor1a1e1 

with age, B1rren (1968), in h11 review ot the a•peot1 

i,t aging and. intellectual tunotioning, round. that little 

1• known about the 411tr1bution or mental ab111ty a• 1t 

•ar1e• with age, one ot the problem, 1n d.11ou11ing ad.ult 

mental ability 1• ua•uraent, Bi•ohot (1969) flatly 
' 

condeDa mo•t I,Q, te1t1 a1 oh11d.•or1ented. and. not 

adequate tor ua•urina adult 1nte11i1enoe, H1nd.r1ok1on 

(1966) ha• pointed. out that When ad.ult• are given te1t1 

on •pecial ab111tle1, the11how 1011 with qe on 1t1111 
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unrelated to adult life, such as digit-symbols and non­

sense syllables, but show little or no loss--even gains-­

on items dealing with vocabulary and general information, 

and on items depending on judgment or experience. Further, 

Bromley {1966) contends that verbal, practical, affec­

tive, cognitive, and social skills are perhaps better 

indicators of an adult's mental ability than I.Q. scores. 

In discussing the problem-solving abilities of 

adults, Bischof {1969) concludes that "an old dog can 

learn new tricks", but he may be reluctant to do so if 

he is not convinced of their value. Berg {1966) sup­

ports this view by pointing out how quickly housewives 

and unskilled workers learned complicated trades . during 

wartime, when tnere was very strong motivation to do so. 

While Bischof (1969) suggests that an older person 

might not learn as rapidly as he did in the past, Hilliard 

{1966) c1tes the case of an education center 1n Chicago 

where adults were learning at three times the rate of 

speed of children. 

Hendrickson (1966) concludes that the evidence 

indicates that it is not ability but speed of performance 

w~ich declines with age. Kidd (1959) concurs, ·suggesting 

that there may be psychological reasons {such as greater 

concern with accuracy) as well as physiological reasons 
' ' 

for the decline in speed with age. He further points 
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out that"• •• a test conducted with a time 11m1t sup­

ports the conclusion that there 1s a steady decline with 

ag~. But when a test is employed where time 1s not a 

factor, there is no significant decline associated with 

age (:p. 84). • 

Hendrickson (1966) suggests that age may even 

produce advantages in the learning process. Adults have 

accumulated experience and knQWledge, have concentrated 

on a few selected goals, have a strong urge to learn, have 

good work habits and good judgment. 

Aging affects memory. Lawson (1965) tested three 

groups for differential changes in auditory and visual 

short-term retention, young, middle-aged, and elderly 

adults. The results indicated that all subjects found 

it more difficult to handle visually presented informa­

tion as opposed to orally presented information. He 

found that the decline 1n visual retention increased with 

age, being most noticeable after the age or sixty, 

Bischot•s review (1969) indicates that moat or the studies 

on aging and short-term memory came to the same conclu­

sion as did Lawson. 

Psychological Characteristics Affecting the Learning 
Process 

Pay (1964) identities five psychological charao­

ter1st1cs that can affect the learning process of the . 

typic411 a4ul-t: · un&tere•tillation ot one•• own po~en.ti&l 
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ab1litys need fulfillments conformity and inhib1tion: 

specialized interests, and fear of failure. However. 

Fay claims that such adult needs as community and eco­

nomic status, vocational achievement, and success as 

parents will motivate adults to set specific goals for 

themselves and to learn. 
' Other studies on the undereducated adult's motiva-

tion to learn are less optimistic. Kidd (1959) suggests 

that hearing and vision losses may have such a marked 

influence upon a person's lack of self-confidence that 

he may become convinced that he cannot learn new things. 

Niemi and .Davison (1971) observe that because many under­

educated adults have experienced constant failure in life, 

they have low expectations of success. This view is sup­

ported by a study of the Adult Basic Education Program 

of Illinois done by Greenleigh Associates (1965). They 

measured the anxiety experienced by adults before enroll­

ment in an education program. They found that 22.J per­

cent of the adults tested believed that they would be too 

"dumb", 29.9 percent believed that they could not really 

learn, and J0.6 percent believed that they would feel 

foolish. 

Kidd (1959) outlines four facets in the personal­

·ity structure of adults which are important for the 

educator to understands 
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1. The adult learner will react to all experi­

ence as he sees it. 

2. This reaction will be as an organized whole 

and not 1n fragmented parts, 

J, Through the learning process, the adult will 

be consciously attempting to satisfy his needs as he 

sees them, 

4. The behavior of the learner can only be fully 

unde~stood through an awareness of his point of view, 

Differences :Between the Child and the Adult Learner 

Basically, adults differ from children in terms 

of experience. Kidd (1959) mentions three related 

notions, adults have had more experiences; they have 

different kinds of experiences, their experiences are 

organized differently. Burnett (1966) and Coles (1967) 

add the consideration that adults come to the learning 

process as volunteers, and thus have made sacrifices 
\ 

for which they are impatient to see an immediate return, 

Burnett emphasizes that the problems and pressures of 

adults are greater than those of school children. 

In terms of the reading process, the adult 1llite~ 

ate probably has a different speaking and listening 

vocabulary from the child who may be at the same reading 

level. As Burnett (1966) points out, an adult has almost 

certainly been exposed to reading instruction. Therefore, 
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what he previously learned p1ecemeal may, w1th minimal 

teaching, suddenly fall into place, thus accounting for 

the unusual gains 1n reading proficiency which adults 

sometimes make. 

Methodology in Adult Basic Education 

Inconclusiveness of Research 

Many studies have been undertaken to determine 

which methods and techniques are suitable for teaching 

adults. One of the chief problems cited in most of the 

studies was the lack of test instruments to evaluate pro­

gram effectiveness. Most of the tests used had been 

normed on the average achievement of grade school popu­

lations. Barnes and Hendrickson (1965) state that the 

grade equtvalent concept as derived frdlll such tests is 

not valid for adults, and that until tests are specifically 

designed for the undereducated adult, the teacher's judg­

ment will continue to be the primary source of evaluation. 

Lorge (1954) points out that · a further problem 1n 

evaluating method 1s that the literature allows every 

teacher to find support for any method, and that even 

though more than one hundred studies of contrasting 

methods have been undertaken, no conclusions can be 

drawn about the adequacy of any one method. Lorge goes 

on to point out that a method in itself has no intrinsic 
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value or super1or1tya the use or the method 1s the impol'­

tant thing. The onus is on the teacher to use the method 

that he feels, on the basis of his knowledge and experi­

ence, will be most successful. Coles (1967) adds a word 

of caution about highly sophisticated methods. They 

often fail, he says, not because they are incorrect but 

because often they cannot be adapted to meet the reali­

ties of a situation where, perhaps, average and below 

average teachers cannot cope with them. 

Gagne (1965) reports that although individual apti­

tudes are among the most important independent variables 

1n the studies of complex learning, many studies of learn­

ing under different modes of instruction simply have 

assigned students randomly to two or more treatments, com­

pared the average performance according to some criteria, 

and found no significant difference. 

Individual versus Group Instruction 

After an analytical review of evaluation research, 

Niemi and Ander.son (1969) concluded that " ••• education 

and training programs designed for disadvantaged adults 

must be personal, informal, and individual. In short, 

the mass educational approach must be abandoned in favor 

of primary group relationships in the leam1ng situation 

(p. 92)." Lanning and Many (1966) found similar. results 

in a study they conducted on programs for disadvantaged 
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adults, all teachers were 1n agreement on the necessity 

of highly 1nd1v1dual1zed 1nstruct1on for adults. 

Although individualized instruction may imply that 

teaching takes place on a one-to-one basis, this is not 

necessarily the case. Rather, ind1vidualized instruction 

1s instruction wh1ch meets the unique needs of the indivi­

dual. It assumes that each 1nd1vidual is different in 

terms of interests, purpose, p~rsonal needs, values, and 

methods of thinking and learning. Clymer and Kearney 

(1962) caution that 1nd1v1dualized instruction should 

not be equated with individual teaching or tutoring. 

Every classroom requires that both group and individual 

1nstruct1on be carried out. 

Barbe (1961), 1n speaking of reading programs, 

agrees that the term N1ndiv1dualized" is unfortunate, 

since it implies that group act1vities are not part of 

the program. He suggests that the term "personalized 

reading program" be used instead, because it stres·ses 

individualization, as opposed to a basal reading program, 

which is group-oriented and includes much more group 

instruction. Groups in a personalized reading program, 

Barbe claims, "• •• are established on a temporary basis 

and designed to meet immediate needs (p. 65).• 

Coles (1967) believes that for adults 1nd1v1dual 

tuition and a close teacher-learner relationship are 
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essential. He adds that the small group has the advan­

tage that learners take encouragement from partic1pat1ng 

with others, so long as embarrassing competition 1s 

avoided. Hunyard (1966) claims that adults, particu­

larly older ones, are inclined to do best in groups of 

"similars" with whom. they can identify. They do not 

want to be isolated, nor do they like competition from 

younger people. 

Some authors (Gray, 19661 Hayes, Lighthall and 

Lupton, 1966, and Murphy, 1955) emphasize the social 

aspects ot grouping. Gray contend$ that" ••• grouping 

brings students together 1n a social situation and 

relates the efforts or each to the needs and asptrations 

of the group as a whole (p. 205}." Murphy claims that 

the concept of an isolated individual engaged in solitary 

learning ignores the social factors which give learning 

context and meaning. He feels that the individual 

learns in relation to others, in relation to himself as 

part of the group. Kidd (1959) agrees that the opportu­

nity for reaction and questioning 1s imperative if learn­

ing is to be effective. He further points out that it 

has often been said that all learning is a dialogue. 

Hayes, Lighthall and Lupton (1966), in interviews 

with teachers on grouping, found that teachers spoke of 

the positive benefits of a small constant group within 
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the big group, whatever the basis for grouping. A 

number of adult educators interviewed stated that 
\ .. 

• • • some of the insecurity from loss of pride suf-

fered by these people 1n adm1tt1ng that they coulq not 

read or write 1n the 11terate age was rel1eved in reali­

zing that others suffered similar inadequacies (p. J52)." 

Programmed Instruction 

Some authors claim that programmed instruction is 

ideally suited to adult education. Hunyard (1966) gives 

several reasons for this view, 

1. The information to be learned is broken 
into small, logically arranged segments. One 
small step is presented at a time, and, then, 
only after the previous segment is understood. 
Relationships are easier to see and understand, 
The learner, in effect, is finding-out-for­
himself, 

2. The learner proceeds through the informa­
tion at his own rate according to his ability •• 

J. The learner 1s active. He must, manually 
in most cases, operate the machine and he must 
constantly respond mentally to proceed •••• 

4. He is constantly reinforced by applying 
1n the next frame the correct 1nformation he 
has acquired. Consequently, the relearning 
of incorrect responses is minimized. 

5. Our adult learner works alone. He 1s 
insulated from competition from his peers, 
younger or older. Because he works individu­
ally, distractions are minimal (p.78). 

• • 

Warren (1970) points out additional advantages 

of programmed instructiona it allows pacing; it is 

good for heterogeneous groupings it takes over many 

routine jobs of the teacher, like drill and practice, 

leaving time for individual help, 1t provides a step-by-
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step record of the student's progress. Gagne (1965) 

observes, however, that individualized teaching in the 

form of programmed or computer-based instruction appears 

not to reduce the effect of individual differences, as 

it was originally hoped. 

Bertrand (1964) observed that the majority of 

inmates at the Texas Department of Correction preferred 

programmed learning to conventional instruction. McKee 

et al. (1967) conducted research at the Draper Correc­

tional Institution which showed that programmed instruc­

tion gave better re.sults than conventional instruction. 

The study used teaching machines and programmed instruc­

tion for the experimental group and teacher-centered 

1nstruct1on for the control group. After 40 hours of 

reading instruction, along with 160 hours of remedial 

instruction alone, the mean gains in reading level . were 

2. J9 for the experimental group compared with ?.;;!.7 · for 

the control group. In total gain, the experimental 

group achieved a l.J7 mean grade gain compared to 1.05 

for the control group. These differences were statis­

tically significant. 

Similar results were reported by McKee (1967) in 

another study using teaching machines and programmed 

instruction for the experimental group. After 40 hours 

of reading instruction, the experimental group achieved 
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ap over-all grade level inqrease of 2.5 compared to 1.1 

for the control group. 

Media 

Media Research 

Thomas (1968), in discussing media, cites McLuhan 

as insisting that each medium is a special form with its 

own characteristics or structure, and is neither better 

nor worse than any other medium. Yet much of the research 

pits one instructional medium against another to see which 

is best in terms of the learning process, without concern 

for individual responses to these media. Briggs (1967), 

in an interest group session on educational media, suc­

cinctly summed up the debate over the priori~y of various 

media by observing that it is not sensible to ask whether 

motion pictures are more useful than are textbooks or pro­

grammed instruction without specifying more useful for what. 

In the same interest group session, the selection of media 

to establish effective learning conditions was discussed. 

It was concluded that at that time there were no principles 

to indicate what media were appropriate to particular types 

of learning or particular subject matter. Another problem 

discussed by the group was the description of media to 

indicate their appropriate applications to learning situ­

ations, a problem recognized as fundamental to research 
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and theory. 

After reviewing more than two thousand reports on 

media research, Briggs (1967) observed that the research 

suffered from lack of precise procedures and from lack 

of selection of s1gn1f1cant problems for study. He went 

on to state that very few of the studies which compared 

one method or medium w1th another demonstrated significant 

differences. He suggested that the studies may have sho'Nl'l 

no differences because they did not suff1c1ently take 

1nto account the facts that (1) no one method is appro­

priate for all types of learning, and (2) the media com­

pared may not have been of equal quality. 

In just such a study as Briggs reviews, Geeslin 

(1969) found no statistically sign1f1cant difference in 

achievement between students using experimental multi­

media mate~ials and those using traditional materials. 

Wade (1969) describes a study skill center for 

English and mathematics set up in the Los Angeles school 

system. This center was designed as a pilot project to 

raise the educational achievement of disadvantaged 

students through 1ndividual1zed instruction. A multi­

media approach was used, including electronic equip~ent 

and carrels, for the experimental group. The experimental 

group improved significantly at the .05 level over the 

control group, which did not use the center. The results 

indicated that there would be greater improvement 1n the 
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educational achievement of disadvantaged students if 

they were taught with a similar variety of hardware and 

software. 

I n agreement with these findings, Kidd (1959) 

reports that a variety of media seem to have a greater 

effect than a single medium or method, probably because 

a greater number of sensory channels are being used in 

the learning process. Briggs (1967) also points out that 

the new media increase the possibility of satisfying the 

different learning needs of individuals. 

Although research shows that little is known about 

the teaching effectiveness of various instruetional media, 

their use as aids should not be discounted. Certain 

authors (Clymer and Kearney, 1962, Herr, 1963, Lorge, 

1954, Spache, 1961, Tyler and Brownell, 1962) have 

stressed that all media are designed to aid, not to 

replace, the teacher. 

In terms of reading, Spache (1961), Herr (1963), 

and Wade (1969) have pointed out that teaching devices 

enhance the performance of students on rote and drill 

tasks and help develop comprehension, vocabulary, and 

speed because of the repetition of material and immediate 

feedback. However, Wade observes, these devices do not 

seem to produce better learning when it comes to assimila­

tion or to relating separate skills to reality. Here the 
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teacher or some kind of interpersonal exchange seems to 

be necessary. 

M~dia for Adult Literacy 

Barnes and Hendrickson (1965) reported that the 

United States Office of Education Task .Force, in 1ts 

review and appraisal of existing instructional materials 

in the field of adult basic education, found a serious 

shortage of materials for teaching reading skills. They 

also found that the existing material did not take into 

account the sophistication or the interests of the inten­

ded reader, nor were they written on a functional level. 

Greenleigh Associates (1966) conducted a field 

test and evaluation of four adult basic education sys­

tems, (1) American Incentive to Read (AIR)s (2) Science 

Research Associates (SRA), (J) Allied Educational Council 

(Mott), (4) Pollet Publishing Company (System for Success). 

The study involved 1,500 functionally illiterate adults, 

aged 18 and over. Some of the teachers were trained, 

others were college graduates, and some were high school 

graduates. No significant difference in student gain 

in scores among reading systems was found. No one read­

ing system proved _to be better than any other. 

Furthermore, Spache (1961) and Burnett and Winkley 

(1966), in talking about basic reading instruction for 

the adult learner, claim that, despite their widespread 
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use, there is no conclusive evidence that reading machines 

or programmed materials are superior to other methods of 

teaching reading. On the other hand, Kent (1971) under­

took a study to determine the effectiveness of a multi­

media, multi-modal, multi-level approach with illiterate 

adults. The experimental group, which used the multi­

media approach, showed a significantly greater gain in 

reading and comprehension skills than did the control 

group which used a teacher-textbook approach. 

Some educators hold the belief that child-oriented 

materials should not be used with adults. The National 

University Extension Association (1967a) stresses the 

use of programmed 1nstruct1on and related educational 

technology, which, they claim, •111 remove the adult from 

the child-oriented classroom where he experienced failure. 

In another bibliography, the National University Extens1m 

Association (1967b) observed that the division of adult 

education programs of the United States Office of Educa­

tion affirms that adults should not use child-oriented 

materials because they are ego-destructive and do not 

apply reading and computational skills to the needs of 

adults in an adult world. 

Teachers 

Importance of Teachers to Learner Success 

All authors reviewed felt that good teachers were 
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the most important factor in learner success. Barbe (1961) 

explains that a good teacher can usually make any program 

work, while a poor teacher can be ineffective with the 

best program. Tyler and Brownell (1962) concur with this 

estimate, even going so far as to say that it is the 

teachers who determine the success or failure of any pro­

gram. Burnett and Winkley (1966), 1n speaking of reading 

instruction, point out the ironic fact that as more and 

more "sc1entif1c .. , "teacher-proof" materials are pro­

duced, more and more soph1st1cated teachers are needed 

to use them effectively. 

There is much debate on what type of teacher should 

teach adult literacy. Burnett (1966) observes that the 

experience of the elementary school teacher often equips 

that teacher with the skills to teach reading to adults. 

However, he notes that some educators advocate that lit­

eracy teachers not be public school teachers on the 

grounds that they are unlikely to be able to empathize 

with culturally underprivileged adults. The research 

team in a study by Barnes and Hendrickson (1965) observed 

that the teachers who appeared to be the most successful 

in terms of student progress and achievement were able 

to identify the goals responsible for bringing the stu­

dents to class and sought to help the students achieve 

these goals as soon as possible. 
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In their model of the analysis of training adult 

basic education teachers, Niemi and Davison (1971) out­

line the lmowledge, skills, and attitudes the adult 

basic education teacher should have. (See Appendix C.) 

Teacher Training 

Burnett (1966) and Davison (1969) agree that an 

adult literacy teacher must be knowledgeable about the 

total reading process and must have the training and 

experience to teach illiterate adults. Davison points 

out that research indicates that this training should be 

in the areas of reading, linguistics, psychology of 

learning, instructional media, cultural influences, and 

research. To this end, Newton (1965) outlines the aims 

of a program to tra1n teachers, who he advocates should 

be volunteers. The program should help the volunteer 

reading tutor to develop an understanding of (1) the 

importance of reading in a highly literate society; (2) 

the conceptual and linguistic disadvantages of culturally 

deprived youth and adults as they relate to problems of 

learnings (J) the phonological, morphological, syntactical, 

and vocabulary problems involved in learning to read 

Englisha (4) the _scope and sequence of the basic skills 

in developmental readings and (5) the various ways to 

adapt a basic technique of reading instruction to a 

broad spectrum of materials and students. 
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Summary 

The goal of adult basic education should be to 

help adults become and stay literate and skilled so that 

they can function to the best of their ability in the 

economic and social world. Because there is no conclu­

sive evidence that any one method or med1µm 1s 1ntr1~­

s1cally superior to another, more research needs to be 

done on· program effectiveness. Research does indicate, 

however, that informal, personalized, indiv1dualized 

programs are the most effective with adults. 

Individual needs can be met on a one-to-one basis 

or 1n a small group with common needs. Programmed instruc­

tion 1s useful for adults because it 1s self-pacing and 

offers immediate feedback and continual success. Group­

ing, as long as 1t 1s not threatening or embarrassing, 

is considered to facilitate learning through the benefits 

of interaction. 

Although any medium, properly used, can be a powel'­

ful a1d to effective instruction, a variety of media has 

a greater effect than a single medium. Above all, the 

empathetic, skilled teacher is the most important variable 

in learner success. 

Declinm in vision and hearing with age necessitate 

special consideration for the adult learner. Although he 

needs considerable motivation and considerable encouragement 
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to help him overcome h1s lack of 'self-confidence and 

his fear of failure, the adult learner has as much ability 

to learn as he had when he was younger. 



CHAPTER III 

METHOD OF RESEARCH 

Introduction 

During the development and operation stages of the 

functional literacy program, the research team analyzed 

commercial reading systems, developed and tested ideas and 

materials used by students, and kept records of the data 

collected. For the purposes of this study, this researcher 

organized the data collected by the team, synthesized it in­

to a suggested methodology for literacy instruction, and de­

signed a model for the array of data from the analysis of 

commercial reading systems. 

Procedures for Data Collection and Analysis 

Development Stage 

A research team of four teachers, including this 

researcher, was hired by the Adult Vocational Division of 

the Department of Education to develop and implement a func­

tional literacy program desi_gned by Nova Scotia Newstart. 

During the development stage the research team, directed by 

two education consultants from Nova Scotia Newstart, did a 

preliminary analysis of a wide variety of commercial systems, 

matching appropriate material from each system with each 

skill block on the literacy chart. ' {See Appendix D.) Each 

researcher kept a written record of the particular systems 
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he analyzed. During this analysis, certain patterns emerged. 

These were also recorded. 

Operation Stage 

During this period, on-going development and imple­

mentation took place. The researchers took turns concentrat­

ing on the development of ideas and materials which were thP.n 

tested by the whole staff, using them with students. As 

material was analyzed and used, it was incorporated into a 

catalog system. In using the material with students, the 

staff discovered further patterns and characteristics of the 

systems. 

Each researcher kept detailed lesson plans of resour­

ces used, levels at which they were used, and methods by which 

they were used. In addition, the researchers wrote lesson 

sequences and skill sequences. 

The staff held daily conferences to discuss the prob­

lems associated with development and implementation and to 

exchange ideas and information resulting from the students' 

use of materials. Each researcher kept conference records. 

During the operation stage it was decided to adminis­

ter entry, progress, and exit reading tests. (See Appendix A.) 

This testing was done so that a possible evaluation of the 

program could use these scores to provide some empirical data 

regarding its effectiveness. This evaluation was not complet­

ed, but the research team considered that substantial progress 

in reading scores supported the team's line of development. 
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Because it is not within the scope of this study to 

compare these test scores, no attempt will be made to pre­

sent and analyze them in the t~xt. 

Procedures for the Synthesis of Data 

It has been t~e intent of this researcher to organ­

ize and synthesize data collected from March 1971 to Septem­

ber 1972 into a suggested methodology for literacy instruc­

tion and an analysis of selected commercial reading systems. 

To this end, the researcher followed these procedures: 

1. Collected the records kept by the research team. 

2. Collected the data kept in the catalog system 

used by the Literacy Training Center at Yarmouth. 

3. Consulted with research team members. 

4. Reviewed the literature pertaini,ng to adult 

basic education. 

5. Devised a model by which to array data from the 

analysis of commercial reading systems and the records kept 

by the research team. 

The data collected by the research team are developed 

in Chapter IV. They are synthesized into an analysis of 

reading systems in Chapter V and into a suggested methodology 

for adult literacy in Chapter VI. 



CHAPI'ER IV 

A DESCRIPTION OF THE DEVELOPMENT OF A LITERACY PROGRAM 

Initial Development 

he Need for a Literacy Program 

In 1967. Nova Scotia Newstart was incorporated 

according to an agreement between the Province of Nova 

Scotia and the federal government. The function of the 

corporation was to design and conduct studies of the 

socially and economically disadvantaged and to develop and 

evaluate programs designed as experimental solutions to 

some of their probleas. 

One of the proj,ots of Nova Scotia Newstart -( .196'9} 

wa:- to study, in consultation with Jackao• Aasooiatee, the 

human resources of Yarmouth Cor.nty_. . The study found a 

1gh illiteracy rate in Yarmouth County. 

In 1967 the Department or Education became interested 

1n the problem of literacy when. under a Federal-Provincial 

agreement (The Adult Occupational Training Act). Nova Scotia 

was eDlJ)owered to develop programs to upgrade adults. These 

programs were called Basic Training in Skill Development. 

The purpose of such programs was to rai•e the basic educa­

tion or adults so that they could. in a year or less. either 

obtain employment or meet the requirements of a vocational 

training course. 

36 
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Momentum for the development of ,literacy programs in 

particular picked up in 1970 when the Department of Manpower 

and Immigration carried out surveys on people seeking employ­

ment. The surveys indicated that many adults were being 

kept out of the labor market because of their illiteracy. 

Consequently, in 1970 Nova Scotia Newstart together with 

the Adult Vocational Training Division of the Department of 

Education decided to develop and operate a functional 

literacy program. 

The Design ot the Program 

The program was based on a literacy training analysis 

chart developed in February 1971 by a committee which inclu­

ded two reading specialists from the Nova Scotia Teachers 

College, two representatives fro~ the Nova Scotia Department 

of Education, two representatives from Prince Edward Island 

Newstart, and two consultants from Nova Scotia Newstart. 

The committee identit1ed the major skills associated with 

literacys speaking, non-verbal communication, listening, 

reading, and writing. It then 1dentified general areas 

of competence associated with each of these skills. Approxi­

mately two hundred behavioral components of these general 

areas of competence were identified and arranged on a chart 

in probable learning sequence. (See Appendix U) This 

chart became the curriculum format for the literacy pro­

gram. As far as is known, this program was the first that 
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used systems analysis technique to define the behavioral 

skills of literacy. 

Objectives of the Program 

The objective of the program was to bring students 

to a grade six reading level in a year or less so that they 

could continue upgrading in a Basic Skill Development Program 

and subsequently enter the labor market or vocational train­

ing. This was to be accomplished by meeting 1ndiv1dual needs 

1n terms of curriculum, learning style, learning ability, 

and learning rate. 

Preliminary Analysis of Commercial Reading Systems 

A team or four reading instructors was hired by the 

Adult Vocational Training Division or the Department or 

!ducation to develop a program baaed upon this behavioral 

analysis. They were to be assisted by two education con­

sultants from Nova Scotia Newstart. 

The analysis consisted ot breaking down reading 

systems and coding selected components according to the 

skill blocks on the chart. These components were called 

learning activity batteries or labs. The resources were 
, 

listed according to skill blocks in five catalogs entitled 

Speaking, Non-Verb.al Commun1cati.on, Listening, Reading, 

and Wr1t1ng. 

D1fticult1es Encountered .. during the Preliminary Analysis 

Some areas ot the chart were too generals others 

too sp,ciric. When the research team broke up commercial 

IJ 

:j 
1
11_

1 

~' 

l
l• ·I 
' 



39 

systems to f1t the functional analysis, their sequence and 

rationale were destroyed. 

Since grade levels ~ere not attached to the labs, 

instructional materials were often "dumped" into the labs, 

with the result that the same material was often listed for 

students at different levels of achievement in reading. 

Proposed Methodology 

When a student entered the program, he was to be 

assessed through informal placement tests developed by the 

staff. Those skills the student already had were crossed 

out on the_ literacy chart. The learner was to be self­

d1recteda that is, he was to orient .himself with the assist­

ance · of an instructor to the self-training process. The 

learner could a~tempt any one of a number of skills on his 

level and could select resources from a number of modes and 

media. The role ot the instructor was to develop labs, 

assist the student when he was having a problem, and evalu­

ate the student's achievement. No one instructor was 

responsible for any particular student. 

Proposed Ev$luat1on System 

The evaluation system consisted ot a check-oft 

scale, marked 1n the skill blocks ot the chart. An •x .. 

denoted self-achievement in workbooks and assignments. The 

instructor made an initial assessment of indiv1dul skills 

by observing the learner's performance 1n working through 
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labs directly related to that skill. Achievement was to 

be indicated by the learner's successfully working through 

one lab. A"+" denoted l!!uccessful application . in higher 

skills, based on instructor observations of several instances 

of successful application. A "0" denoted that the leamer 

was able to generalize the skill to the point where he was 

using it in instances not specifically associated with the 

programming in the lab. Initially~ the "&"indicated that 

the Qtudent had that skill when he started the program. 

If lower level skills were not retained, the instruc­

tor traced back through the connecting linkage until the 

lower level problem skill was uncovered. After remedial 

work on that skill, the student attempted upper level 

skills again. 

Initial Operational Phase 

It was planned that in May 1971, atter ten weeks of 

development work, six students would enter the program for 

a trial run of six weeks. 

Subsequently, every six weeks six more students would 

enter the program until the tull complement ot thirty-six 

students was reached. 

Operational d1ft1culties arose almost immediately 
. 
because the proposed methodology was not workable in terms 

of adult literacy. Under the proposed methodology no one 
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teacher was to be responsible for any particular students. 

A student was to choose what skill he wanted to work on, 

guided by anyone he wanted to ask. This arrangement was 

unworkable on two counts. First, the student had no idea 

of what he need~d or wanted to learn. It was impossible for 

students who ranged trom total illiteracy to grade five 

reading level to read or interpret the chart and then find 

the appropriate material for a particular skill. Second, 

no one teacher was keeping track of each student's learning. 

It soon became apparent that most students did not 

function in a totally individual situation and that students 

could not l _earn the bas!A 11terac7 skills in isolation. 

In such a s1t\tat1on students received little drill. Students 

often failed to make generalizations unless they were 

stressed by an instructor either in a group or in a one-to­

one s1tuat1on. The self-discovery, self-teaching concept 

did not seem a valid way for illiterates to learn how to 

read. 

The proposed evaluation system was too subjective, 

impractical, and time-consuming. The definition of each 

evaluative mark was nebulous, and the overall picture gained 

by the marking was extremely confusing. 

The proposed aethodology was based on certain assump­

tions 1~herent in a self-training process, which the 
' 

research team found faulty 1n terms of illiterate adults, 

1. That the student has the ability, insight, and 
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confidence to read and interpret the chart, to recognize his 

needs, and to find the right directions towards his goals. 

2. That the student is able to read and comprehend 

the directions . telling what 1s expected of him. 

J. That a student working through a learning activity 

battery has a conception or understanding of how such material 

1s 'related to the skill block. 

4. That students and teachers ought to interact only 

when the student recognizes that he has a problem. 

5. That all students function optimally 1n totally 

1ndividualized environments. 

6. That all skill blocks should contain material 

that can be done individually. 

7. That each component of communication skill can 

be taught as an isolated, separate entity. 

8. That getting right answers is synonymous with 

learning. 

Evolution of the Program 

Revised Assumptions 

Atter the six-week trial run, the research team based 

the revised line of development on the following assumptions 

that were arrived at through experience, observation, student 

feedback, and daily conferences to assess the program: 

1. That students need a structure, either one they 
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ave created for themselves or one created by or with the 

eacher, within which they can express their needs and goals 

and help define the kind of learning environment they want. 

2. That the program must be flexible and adaptable 

o that the learning environment and resources can be matched 

o the learning style of the students. 

J. That the literacy chart analysis is not functional 

s a curriculum. Rather, the analysis is a powerful tool 

ich the teacher can use for diagnosis and remediation in 

eaching reading. 

4. That skills cannot be absolutely isolated but 

st be taught in un1ts. A person has to deal with most 

of the components of reading in order to read a single 

sentence. 

5. That certain skills should be introduced over 

dover again. 

6. That a learner needs help in recognizing patterns. 

echan1eal workbook exercises, machines, and programmed 

nstruction are not sufficient. Patterns and concepts and 

•1earn1ng how to learnM tricks must be pointed out by instruc­

ors. An instructor interacting with a student has the 

apacity to realize when the student is floundering and 

an intercede--a machine does not. 

7. That all commercially available resources were 

esigned (in most cases explicitly so stated by the 
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publishers) to aid, not to replace, the teacher. 

8. That the teacher is the single most important 

variable 1n learner success. Student-teacher, student­

student interaction offers more potential for learning 

experience and information than student-resource. In ad­

dition, interaction allows the te&cher to assess the learn­

ing style of the student and where and why the student has 

proble~s. 

Changes Based on Revised Assumptions 

The chart as a student curriculum gave way to an 

enumeration of skills to be used as a teacher guide to 

literacy. The skills analysis was the basis for a catalog 

system which functioned as a reference both for resources 

and methodology. There were six catalogs representing 

separate overall areas of competences Phonetic Analysis, 

Structural AnalysiE, Comprehension (Listening and Reading), 

Vocabulary, Writing and Spelling, and Use of References. 

Each skill under the overall areas of competence was 

defined sufficiently so that an instructor knew exactly 

what 1t involved. Where 1t was felt advisable, various 

rules and suggested methods were indicated right on the 

catalog pages. Each resource in these catalogs had been 

tested with students and was therefore entered with an 

approximate leYel... (grade) of difficulty or use. In addition, 

many resources were entered with additional comments based 

on the research team's experience. L1st1ng each resource 
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a separate page allOlf'ed ample room for further comments ­

other instructors used the resources. Also, because each 

source· was on a separate page with a flexible numbering 

ystem (la, lb, le, etc.), catalogs could be effortlessly 

expanded as new material was analyzed and tested with students. 

The catalogs wer~ de• 1gned to be teacher aids rather 

student guides. Th1a ahift in emphasis reflected the 

rperiences leading to the conviction that the teacher, 

ther than the student, could best profit from the analysis 

,f reading skills. From such an analysis, a teacher could 

thesize and organize the reading skills which should be 

.ught at various levels. (See Appendix E. ) 

These six catalogs were sufficiently developed to be 

use by the spring of 1972. Through analyzing reading 

rograms, breaking them down according to an analysis of 

ad1ng skills, cataloging them, using them with students, 

e research team was able to arrive at a basis for the 

alys1s of Reading Systems. 

thodolo 

Each of the four instructors began to be responsible 

r particular stu~ents, planning a program and keeping 

cords of skills!ttempted and resources used. Eventually 

1s grouping procedure was refined so that students 1n 

of the four groups fell within certain grade levels, 

tally illiterate, grades 1-2, grades 2-4, grades 4-6. 

ch instructor was responsible for a group of students, 
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o were instructed ind1vidually. This arrangement had 

erta1n advantages. Each instructor had a specific level 

.. o concentrate on a he could then become more familiar w1,th 

roblems and techniques applicable to that level. Also, 

cause the teacher was repeatedly using certain materials, 

e had t1me not only to assess the usefulness and effective­

ess of the material but also to create his own materials 

t that level. Any new material was added to the catalogs 

d shelved with the other resources. 

Eventually, one instructor St$rted a basic phonics 

lass which included students from all groups. The class 

rov~d immensely popular with the students. Subsequently 

each instructor started a reading and writing class for his 

oup. The time the group spent together depended on the 

scret1on of the instructor and the de.man~ of the students. 

enerally, approximately one-half the student's time was 

ent in a group. 

These classes were a great success. Each instructor 

ould interact with his students, and they with each other, 

d carry on informal evaluation which was helpful in plan­

ing individual lessons and remedial work. These classes 

rovided an opportunity to develop concepts and patterns and 

o share experiences. Each student had more instructor time. 

e classes allowed for immediate feedback and gave students 

he necessary repetition of certain sub-skills without the 

redom of listening to a tape over and over again or doing 
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exercises in a book. 

Classes ,_ were excellent for diagnostic work. Through 

onstant dialogue in the classroom and the exercises as­

igned, the instructor could readily identify specific prob­

ems. Patterns and generalizations could be pointed ·out 

at would not necessarily be pointed out in a. text. Stu­

ents were not lock-ste.pped. They could be reading as much 

two grade levels apart and still benefit from the same 

essons, since everything is inter-related in reading. 

The remainder of the student• s time was spent on 

1nd1v1dual1zed program planned by the teacher. The 

dent was given a copy of his program in a record book, 

1ch he kept in a folder along with his other material. He 

rked on h1a program at h1s own ·rate and 1n whatever order 

pleased, coming to the teacher tor necessary help. When 

e student finished this program, it was marked by the 

given back to the student tor correction. Any 

essary remedial work was assigned. The instructor kept 

record tile for each student in a master tile. 

If a student progressed faster than the rest of his 

p, he simply moved into another group • .. The Gray Oral 

administered as a progress test every two 

ths or when an instructor felt that a student was ready 

move up to the next group~. 

Wot all students worked in group.-. A few ~o~ld and did 

ooa• to wor~ alone for moat of the ti•e• These tew occasion­

joined group activities. 
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Originally, the program design obliged the students 

work on a particular skill using specified resources. The 

aft decided to change this procedure and let the student 

rk through reading systems which presented a sequence of 

11s. Working from resource to skill did not waste time. 

a student spent five minutes doing something again that 

had already learned, the "loss" ot time was more than com-

for by the positive reinforcement of finding the 

easy and being able to do it correctly. Furthermore, 

is often beneficial, since certain sub-skills 

to be continually repeated. 

If a student did not acquire a certain skill working 

a reading s7stem or system,, then he spent time 

on an individual skill. 

On the advice of a consulting psychologist, the 

search team decided to use the tolloWing teats, 

1. Spache Diagnostic Beading Scale--adm1n1stered on 

and exit. 

2. Gray Oral Beading Test, Forms A, B, c, D-­

inlstered on entry and after approximately every two . 

.ths of training. 

Although these tests are classified as children's 

they were used because reading is essentially the 

e process whether adults or children are learning to 
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ead. They were used tor three reasons, 

1. Reading tests are powerful diagnostic tools 1n 

reparing individual programs. 

2. Since students graduated to a Baste Training in 

kill Development module when they could read wtth adequate 

omprehension at the grade six level. their progress needed 

o be assessed objectively. 

J. In the interest of having the program evaluated 
~ 

entuall7• the staff .wanted to collect data on student 

ogress. (See Appendix A.) 

The research teu concluded that it was advantageoue 

if vie teacher directed the learning process rather than or-

iented the students to a self-training process. By working 

loaeq with atuclenta, both individually and in groups, the 

her cov.14 cll.agnoae, prescribe progrus, point out general-

. tions and patterns, as well as interact with students. 

-t:'hA?, it was diacOYered that readiDg skills could not be 

olutel.y i~olated but IIIIUlt be learned in units along with 

Rather than .tmlctinn1ng as a student 

·icul.1111, an anaJ7ais of reading sld.lls is a useful tool for 

:hers who 1111St diagnose and reaediate reading problems • 



CHAPTER V 

ANALYSIS OF SELECTED COMMERCIAL READING SYSTEMS 

Introduction 

Because the literacy program was experimental, maiv 

materials were tried. Not all materials were found to be 

equally suitable for the program's purposes. However, 

all materials that were used extensiyely, even if they 

were not equally successful, are contained in the Analysis 

of Reading Systems presented in this chapter. 

The systems overviewed are representative of the 

range of those available, from the iarge, inclusive sys­

tems 11ke Mott Bas1c Language Program and Learning 100, 

to those which concentrate on a particular area of liter­

acy, like Reading for Concepts or Basic Goals in Spelling. 

Child-oriented materials, like the Ginn Word Enrichment 

Program, and adult material, like Programmed Reading for 

Adults, are represented. The systems represent a variety 

of approaches because variety has been found to be a 

necessary part of individualized instruction. 

Originally the research team did a preliminary 

analysis of selected commercial reading systems. The 

analysis sought to find appropriate material from each 

system for each skill block on the literacy chart. (See 

Appendix D.) During this analysis the research team 

50 
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noticed certain patterns emerging. Certain systems em­

phasized decoding skills, others comprehension. Some 

syst~ms included spelling and writing, others did not. 

By using the material with the students, other character­

istics emergeda strengths, weaknesses, uses, reading 

levels. In daily conferences the research team discussed 

the characteristics of various systems and kept records of 

observations and judgments made during sixteen months of 

experimentation. Based on these records, this researcher 

arrived at a model for the analysis of commercial systems. 

Such an analysis has three funct1onsa 

1. To enable teachers to familiarize themselves 

•1th materials appropriate to an adult literacy program. 

2. To present ·an o,rerv1ew from ·wh1ch teachers can 

choose appropriate instructional materials fQr specific 

skill areas. 

J. To provide &:model tor the analysis of any 

new reading system adopted by a literacy program. 

The Analysis Outline 

Each com7percia
1
l system was analyzed ac-cord1ng to 

a specific outline, which is described below. 

Overview of the System 

The overview presents the scope of the whole system 

along with a list of the various parts or titles, their 

coding system, and the grade level range as suggested by 
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the author. ,, 

Analysis of the System 

Format . --The form 1n wh1ch the material is presen­

ted (e.g., programmed workbook, f1lmstr1ps, etc.) Some 

systems, like Learning 100. encompass many different 

formats. 

Focus. --An enumeration.· of what aspects of communi­

cation skill are emphasized. 

Stren5ths.--The research team's cri'teria for judg­

in~ the usefulness of a system were theses 

1. Adult content or adult interest. Not all materi­

al designed for children was rejected. Indeed, it could 

not be, as there is a paucity of materials for adults. 

The research team found that much ch1ld-or1ented material 

is not at all childish or offensive to adults. 

2, Suitable content for Canadians. Because most 

of the available materials are American, the research 

team found that many of them were so American-oriented-­

often ghetto-oriented--as to be puzzling to students, 

J. Clarity of instruction. Because much of the 

student's time was necessarily to be spent working alone, 

the research team looked for materials whose instructions 

were easy to follow. 

4. over-all quality. The research team tried to 

select materials which were, according to the team's 
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knowledge and experience•, linguistically and pedagog1cally­

sound. 

Wea.knesses,--The converse of Strengths. If the 

team experienced no weaknesses 1n a system, or ant1c1pated 

none, none were assigned. 

Suggested Uses.--Based primarily on how the materi­

als worked successfully for the literacy program. Occa­

sionally a suggestion comes not from direct experience, 

but from a projection from similar material. 

Cautions.--Since the teacher should always be suf­

ficiently familiar with the material to be able to use it 

to its best advantage, the cautions given are merely sug­

gestions based on the team's experience. 

Appropriate Grade Level.--The authors of reading 

systems usually (not always) suggest what grade/reading 

levels their materials cover. The t ·eam' s suggested levels 

are often at variance because of the nature of the crash 

course type of program, where the adult tries to accomplish 

1n a few months what the school-child normally does in 

several years. Therefore, some of the materials, in the 

team's opinion, can be useful for a wider range of grade 

levels. (Elementary phonetic analysis, for example, can 

be used with students who can function at a grade four or 

five level as well as with beginning readers--with a dif­

ferent approach, of course.) 
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Also, the team felt that some material was beyond 

the level that the authors indicated. Such variance 1s 

due to the nature of the program, which tries to bring a 

functionally illiterate adult up to a level ~here he can 

cope with a basic education course leading to vocational 

training, a grade six reading level. Reading level 1s 

emphasized. The research team found .that writing skills 

and general knowledge did not keep pace with reading 
' 

development. Therefore, reading (and writing) exercises 

which a grade six child going to school at a leisurely 

pace could reasonably be expected to perform would be 

beyond the scope of an adult e -oneen:tratiri@: , under the 

pressure of time, on the rudiments of reading at a grade 

six level. 

Because the students 1n the program were supposed 

to be brought up only to a grade six reading level, grade 

levels above that are not specified. If 1n fact the materi­

als transcended grade s1x, thi s 1s indicated as "6+". 

Systems Analyzed 

Fifteen systems were analyzed according to the 

outline. (See Appendix B for the complete. analysis.) 

The information contained in the analysis 1s reduced 

here to tabular form for convenient reference. The cate­

gory labelled "Cautions" did not lend itself to tabular-
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ization and 1s therefore omitted. 

The systems analyzed, together with publication 

information, are here listed 1n alphabetical order accor­

ding to the name of the system. The shortened name by 

which each system is referred to in the tables is written 

in parentheses. 

1, Allyn and Bacon Readers, Bostons Allyn & Bacon 

Inc., 1969. (Allyn & Bacon) 

2, Basic Goals in Spelling, Kottmeyer, w., Ware, 

K., & Purvis, N. M. Torontoa McGraw-Hill, 1965. (Basic 

Goals) 

J. Cracking the Code, Don Mills, Ontario• Science 

Research Associates, 1968. (Cracking the Code) 

4. Ginn Word Enrichment Program. Bostons Ginn 

& Company, 1968, (Ginn) 

5. Help Yourself to Read, Write -and Spell (Books 

1 and 2). Loesel, w. G. Palo Alto, California, Educa­

tional Development Corporation, 1965. (Help Yourself) 

6, Language Master Program. Clevelands Bell & 

Howell, 1970. (Language Master) 

7. Learning 100. Huntington, New Yorks Educa­

tional Development Laboratories, 1965. (L-100) 

8. Lessons for Self-Instruction in Basic Skills. 

Monterey, California• California Test Bureau, 1966. (LSI) 

9. Mott Basic Language Program. Galien, Michigans 
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Allied Educational Council, 1969. (Mott) 

10. New Streamlined English Series (Parts land 2). 

Laubach, F. c., Kirk, E. M. ,· & Laubach, R. s. Syracuse, 

New Yorks New Readers Press, 1966-1970. (New Streamlined) 

11 • . Programmed Reading for Adults (A Sullivan Asso­

ciates Program). Buchanan, c. D. Toronto, McGraw-Hill, 

1966-1968. (Programmed Reading) 

12. Reader's Digest Services. Don Mills, Ontario• 

Thomas Nelson & Sons (Canada), Ltd., 1958-1969. (Reader's 

Digest) 

lJ. Reading for Concepts. Liddle, w. Toronto, 

McGraw-Hill, 1970. (Reading for Concepts) 

14. Reading Laboratory Series. Parker, D. H. 

Don Mills, Ontario, Science Research Associates, 1960. (SRA) 

15 . System for Success (Book 1). Henney, R. L. 

Ch1cago1 Follet Publishing Company, 1965. (System for 

Success) 

Most of the items contained in the tables are self­

explanatory. Where there is the possibil1ty of ambiguity, 

a footnote 1s added for clarif1cation. Because some of the 

systems analyzed are multi-media, two designations are used 

n the tables• a "T" denotes that the item indicated is 

elevant throughout the system, a "P" denotes that the 

tem indicated is relevant to only part of the multi~media 

ystem. 
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;lt::. Head.er• s Digest T p T 
;1;,. Reading ror Conoepts T I T T 
14. SRA T T T · P T p 
,15. system f'or Suooess T T I T T 

A - Involves the sounds making up a word; the phonology. For example, 
the sound of "ea" in "bean". 

B - Involves the composition of the whole word: the breakdown into 
syllables, meaningful prefixes and suffixes; the morphology. For 
example, the composition of ftin-vit-ing". 

P - Relevant to part of the multi-media system. 
T - Relevant throughout the system. 
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TABLE II - FORMAT 
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14. SRA T 
~~. System ror Success T 

. - Only parts or the workbooks are programmedJ that is with 
answers immediately visible. 

- Contains explication whioh the student is expected to be 
able ·to read tor himself. 

_ - Relevant to part of the multi-media system. 
- Relevant throughout the system. 
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TABLE III - STRENGTHS 
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:12. Reader's Digest p p T 
13. Reading for ~onoepts T T T T T T T 
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15. System for Success T T T 

3; - Differs .from Column A in that the material is not designed 
for adults, but it is nevertheless interesting to them. 

C- - Skills are reintroduced in many and various ways. They are 
not merely taught one-by-one, in relative isolation. 

G - Answers are provided in the student material; not necessary 
to refer to teacher or teacher's edition. 

P - Relevant to part of the multi-media system. 
- Relevant throug~out the system. 
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TABLB IV - WEAKNESSES 
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A - Muoh of material taught is irrelevant to adults; characters 
in stories are ohildren with ohildren's interests. 

D - Material provided gives only an introduction to a particular 
skill; not suffioient to perfect that skill. 

F - Problems with hardware: difficulties with machine operation, 
frequent rep~ir, continual maintenance~ 

0.- Grade or reading levels not clearly assigned; no clear 
progression f'rom level to another. 

H • American history and biography and stories centered around 
life in an urban ghetto in the United States are puzzling to 
rural Canadians for whom they have no relevanoe. 

P - Relevant to paet of the multi-media system. 
- Relevant throughout the syatem. 
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TABLE V - SUGGESTED USES 

.. 
., {O Cl) 
s::: ... IQ "° "° Cl) Cl) r-4 • s:: s "O ., as ~ .... 
o. as s:: .... '0 
0 Cl) i ... s:: CIS 

r-4 ... t) 
~ 

I) 
I> I ., ~ t> s:: 0 s:: :I I) 0 r-4 0 ~ '0 Cl) 
AZ : .... s::: ~ ~J J 

,., 0 
~ M ~ ... Cl) 111:1 Cl) C) 111:1 ... ... ~~ A ::s .s:: CD .... 
i i C) C) C) f/.l Cl) 

M ~ >a "O IO .... Ill ,..:i ... Cl) .... ~ 
,. ., ., s:l. i .0 ,-f Cl) A ., 

s:: ::s GI .-t 0.. r..:i 110 s:: 
CD 0 o as Cl.) ... ~ ., Cl) 

'S lg ,-f 0..-i 0 r-4 0 'S GI :1 ~ ~ as .c: 
8. .... l CD ., G) 

,-f "O .... 1111 0 .... A< 
CD .... I -fa~ "O .... ... r-4 Cl) 

"d I ., IQ .... 5 "° 'C 
~ '" CD as ::s s:: s:: 
H tr.) ~ Cf.) ~ ix:i 0 {I} r..:i H 

-
A B C D E F G H I J 

l. Allyn and Bao on T 
2. Basic Goals T ·r 
3. Cracking the Code T T T' 
4. Ginn T T T 
f>~ Help Yourse11· T T T T -
6. Language Master T T T T 
7. L-100 p p p p p p 
B. LSI T 
9. Mott T T '! p p p 

110. New Streamlined T T 
111. Programmed Reading T T T 
112. Reader's Digest p p p T 
113. Reading ror concepts T T T T 
14. SRA T T p T 
15. system for Suooess T T T 

A - Skill development which oan be undertaken by the student with 
a minimum of teaoher assistanoe. 

B - Skill development whioh is beet handled in a group situation 
with a teacher. 

0 , - Skill development for those who are weak in some. but not all. 
skills at a lower level than their overall reading level. 

H - Especially rioh source of materials, in the form of extensive 
word lists, supplementary exercises, interesting ideas which 
oan be adapted. 

J • Differs from Column A in that materials are best used purely 
tor leisure reading, not for speoi!'io skill development. 

P • Relevant to part of the multi-media system. 
T • Relevant throughout the system. 
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TABLE VI - APPROXIMATE READING LEVELS 

• Author's Classification Adjusted for Adult Programs 

b I I I I I I I al I I I I I I l e 
l as 
Q) 

... 
s:: 
j Jl . 

. ......, 
... 
G> 
'0 

I~: I 

21 3.1 4 I 6 I GI a-I l I 1 213141516161 

1. Allyp. and Bacon I I IT I TI T I TI TI T ~I I I T IT IT I T I T IT 
2. "'Basio Goal's T7TTT~l Tr T I TJ~TlT ~1 IT I T~ l T IT I TI T IT 

3. Cracking th~oao T ~ff tm I ~ u UI ! I ~ I 
7 • L-100 P T T T T 'J' T P ·~ P T T T T T T P 
8. LSI T T T T T ~ T T T T 
9 • Mott P T T T T T T P '~ P T T T T T T T 

10 • New Streamlined T T T T T T ~ T T T T T T I 
11. Pro~rammed Readin~ -- lU!I ~ l 1.V~ ~- • ~ T T Y T T T T T 

1
12. Reader' 1!i Dit?:est T T T T T T T ~ P T T T T T T T 
13- Readin~ for Conoet>tll T T T T T T . 0 T T T T T T 
14~ SRA P T . T T T T T T ~ P T T T T T T T 
15. System for Suooess l [T] T IT I T I TI TI 'I'._~ . I? LT. LT I%. I T, TI 'i' 

• In some oases, the research team.•s olassif'ioation differs from the 
author's olassifioation beoause of the nature of the short-term 
adult program. (See further explanation on pages 53 and 54.) 

6• Because the range of the adult literaoy program extended oniy to 
grade six, material that transcended tliat level was not assigned 
a specific level. 

P - Relevant to part of the multi-media system. 
T - Relevant throughout the system. 
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CHAPI'ER VI 

SUGGESTED METHODOLOGY FOR ADULT LITERACY 

Introduction 

No one approach to reading is effective for all the 

roblems or all students ~ However, researchers such as 

derson and Niemi (1969) suggest that informal, personalized, 

nd1vidual1zed programs appear to be the most effective for 

dults. Furthermore, most researchers revi~wed in 

apter II pointed out the importance of the teacher in 

he learning process. Although there is no conclusive 

vidence that any one method is intrinsically superior to 

other (Lorge, 1954, Briggs, 1967), there is a general 

onsensus that a variety of media seem to have a greater 

than a single medium or method. 

The education consultants originally hypothesized 

multi-media, multi-modal system would be superior 

o other systems, limiting the necessity for a teacher. 

the research team found such a system could not 

the teacher using it, another dimension had to be 

program, a dimension that could be considered 

ad1tional, teachers directing the learning process. All 

thors reviewed felt that good teachers were the mo~t 

ortant factor in learner euccess. Tyler and Brownell 

962) and Burnett and Winkley (1966) concluded that any 

63 
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rograms or materials are only as good as the teachers using 

em. Consequently, the following guide 1s directed at 

nexperienced and untrained teachers who need some material 

d techniques around which they oan create or adapt their 

style. Suggestions are based on the observation and 

dgment of a research .team ot teachers who, after sixteen 

,nths • experience--rethink1ng, trying and tailing, trying 

d succeeding, adapting--arrived at a workable methodology. 

Generalizations on Program Planning-

'hys1cal Environment 

The follow1ng learning environment worked very well 

1n an 1nd1vidual1zed literacy program, 

1. Open areas for group activit1es. In these areas 

exagonal tables proved very tu.notional. These tables were 

1vided into two parts with three sides each. They could 

e put together in any number of ways depending on the 

~roup composition or purpose. 

2. Closed areas for small-group, quiet activity. 

his type of area would be ideal for individual carrels. 

J. Carrels. These were located around the walls 

so that students could have their own private work1ns areas. 

Then students could ~ut down on audio-visual distractibil1ty 

and establish their own climate for leaming. Ideally, 

there should be a carrel for every student so that he could 

have his own individual, permanent place. 

I 
\11, 

I 

~ 
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4. Audio-visual room. It proved convenient to have 

1 hardware in one place. Here students could engage in 

oup activities such as watching an instructional unit on 

he televJsion monitor or listen to an individual lesson on 

audio-tape using headphones. 
' 

5. Classrooms. Classroom space, depending on the 

~er of teachers using it, required some scheduling. 

ermanent fixtures included a blackboard, maps, hexagonal 

ables. 

6. Library. This was stocked with magazines and 

ks at all levels. Students could go there at their 

eisure. 

7. Good illumination throughout the areas. This 

sin keeping with the findings of Kidd (1959) and Bischof 

1969) that there is a s~eady decline in efficiency 1n 

ecif1c visual function with age. 

onsultation with Students 

After the student had been given a Spache test to 

etermine not only his reading level but also his particular 

the instructor could begin to plan a 

rogram for him. Planning·. a reading program ie always best 

consultation with the student, not, of course, to 

advice, for the student can have none to give, but 

elicit from him what particular wishes or feelings he 

Many students, for example, express a strong 
I 

esire to learn to spell. Some want only to bring up 
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their reading level as quickly as possible so they can 

proceed with their trade training. A few students prefer 

working alone to being iri- ,&,. (P"'PJJp. Some students .want 

the challenge of a "hard" (high level) groups others 

want the security of a lower level group. The particular 

emotional needs ot the student are as important as h1s 

academic needs in planning his program. Both needs 

should be constantly reappraised, as often as every week. 

Another reason to plan with the student 1s to 

expl~in why he is doing each aspect ot the work and to 

make him feel that he is indeed being treated as a 

separate, important individual. ·At this point 1t should 

be impressed upon the student that he need never be reluc­

tant to· seek help, to question the value of the work he 

is doing, or to request changes in his program. The 

instructor should be aware, however, that many students 

are reluctant to seek help and need much encouragement 

from an instructor in order to build their self-confidence 

t~ the point where they feel free to speak out. 

Consultation is in keeping with the findings of 

various authors (Pay, 19641 Hendrickson, 1965, Lanning 

and Many, 1966), who emphasize that realistic planning, 

identification ot the goals that bring students to a 

program, and help in achieving .the.se goal.a are important 

variables in terms of student progress and achievement. 
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Also because of the fear of fa1lure, as -outlined by Fay 

(1964), Kidd (1965), and Greenlelgh Asaoc1ates (1965), 

it 1s important that adults b~ helped to ga1n self­

conf1dence. 

Problems Caused by the L1m1tat1omof Time and the 
Background or Disadvantaged Adults . , 

The time factor affects the nature of instruc­

tion. Children have six years to accomplish what adults 

are expected to do 1n a year or two. The result 1s that 

grades must be compressed 1nto a shorter time period. 

Adults mu~t be exposed to certain skills, especially 

decoding skills, through drill until consolidation t$kes 
' 

place and responses are unconscious and automatic. 

Burnett (1966) points out that reading that was pre­

viously learned piecemeal may, with minimal teaching, 

fall into place, thus accounting for the rapid gain often 

made by adult students. 

Because many disadvantaged adults have had limited 

formal schooling, they have missed much general informa­

tion and book learning which may be taken for granted by 

the educated teacher. '?his fac t is particularly impor­

tant in terms of concept formation, comprehension, and 

reading vocabulary. Adults must therefore be exposed to 

new concepts in a variety of situations. 

Writing and spelling do not keep pace with reading 

without hard work. To compound the pt-oblem, man:, adults 
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will not attempt .xriting . because they feel they cannot 

spell well enough. The1r reluctance is a difficult 

obstacle to overcome, both for the student and the 

teacher. If a student 1s a non-reader, he can better 

be taught writing and spelling because the7 can be taught 

simultaneously with reading. 

Since most students will never have the time to 
• become truly literate writers 1n the "composition" sense, 

the teacher must concentrate on functional writing skills. 

Disadvantaged adults often come from backgrounds 

where reading was not part of the family's 11fe-style • . 

As a result, books were rarely found in the home. People 

from such an environment have learned to get along without 

reading. When they enroll 1n a government literacy pro­

gram, reading suddenly becomes very important to their 

economic survival. This pressure often compounds the 

fear of failure they already have. 

Nature of Instruction 

The final methodology that evolved for this pro­

gram was based . on individualized instruction. This means 

the matching of 1nstruotion to the needs of the indiv1dual 

student and includes tutorial instruction, assigned work, 

independent study, peer instruction, and group instructiCl'l. 

Individual needs can be met in groups by organizi~ 

groups with similar needs, supplementing group instruction 
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with 1ndividual help, and transferring individuals from 

one group to another as the need arises. Through working 

with a group, a teacher can find areas of weakness and 

prescribe individual programs. In the group, there must 

be enough repetition ao that no one ' is lost, but the 

group must move. The less capable can be cued. If 

someone is behind, he can be given extra help and review 

during the independent work period. Success mu~t always 

be present, even if contrived. Every student's weaknesses 

must be recognized and his strengths capitalized upon. 

If necessary, strengths must be orea~ed. 

The social aspects of grouping are very important 

for students. Certain authors (Murphy, 19551 Gray, 19561 

Hayes, Lighthall and Lupton, 19651 Coles, 1967) point 

out that in a group with similar needs and aspirations 

the group provides identity and encouragement. 

The close contact between student and teacher 

ensures the greatest possible progress regardless of the 

method or materials used. The constant reappraisal and 

flexib1lity of programming avoids "lock-stepping". Only 

by working closely with a student can a teacher really 

recognize the 1ndividuality of h1s learning style, his 

problems, and his temperament, and make recommendations 

and changes accordingly. In fact, all the authors 

reviewed felt that good teachers were the most important 

1 II 
i 
I 
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factor 1n learning success. Certa1n authors (Barbe, 19611 

Tyler and Brownell, 1962) felt that a good teacher can 

make any program work. Coles (196?) bel1eves that for 

adults th1s close teacher-learner relat1onship is essential. 

General Lesson Plans 

0Verv1ew 

At all levels, it is important that each daily 

program contain a balance among the various areas of 

literacy, word attack ak111s, comJ)rehension, vocabu­

lary, and writing. Naturally, the balance will vary 

with the needs of the student, and a few students. may 

not need word attack skills at all. 

Teaching torm without meaning, word attack skills 

without context, should be avoided at all costs. It 

is erroneous to think that a student can be taught all 

the phonetic analysis skills in a particular sequence, 

then all the structural analysis ,kills, then all the 

comprehension skills, and so on, and come out literate. 

The word attack skills are simply the means to an end, 

and the end is comprehension. One reads in order to 
I 

understand, not in order to utter sounds. Therefore, 

even at the very beginning levels, context should be 

built into every lesson. 

In planning a student's independent work, phonetic 
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and structural drill should be assigned sparingly, as th1s 

type of thing is usually much better handled in a class, 

with a teacher pointing out patterns, and the group 

providing the stimulation. It may be useful, of course, 

to give certain students extra drill for remediation. but 

even there, it is probably best tor the teacher to work 

with the student alone. 

It is better to plan too 11Uch than too little. 

If the pace 1s too fast, it will soon be evident. What­

ever independent work is assigned to a student should be 

closely supervised. Not only should the instructor spend 

enough time with the student to get him properly started, 

but he should also check with him at least daily to make 

certain that he is continuing to work successfully and to 

give him that vitally necessary praise and encouragement. 

As Coles (1967) and Burnett (1966) point out, adults come 

to the learning proce~s ~s volunteers, and thus have made 

sacrifices for which they are impatient to see an immediate 

return. 

The instructor should also talk with the student 

about the work he is doing in order to ascertain whether 

he really understands it or not. Just because a student 

is getting the right answers does not mean he is learning. 

It is very easy to follow a pattern without internalizing 

it to the extent that it carries over or becomes an 

1•· 

I 
lilll 

I: 

1m 
I 
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automat1c response. Th1s 1s especially true w1th decoding 
\ 

skills. 

Only -a basic outline of instruction will be sug­

gested here because every student, every group, every 

teacher 1s d1tferent. A general lesson plan for a typ1cal 

week's work for three levels will be descr1bed to show the 

skills and techniques involved at these levels. 

The Non-Reader 

Vocabulary 

S1ght vocabulary should be built iDllllediately and 

as fast as possible. Various approaches can be used, 

depending on the group. The experience approach seems 

to work only it the group reels a bonds they have the 

same occupation, they live 1n the same district, they 

grew up together. However, some groups and indiv1duals 

They do not feel at all secure in this kind ot approach. 

want to learn to read books, not words Mout of their 

headsM. So perhaps it is best to start w1th controlled 

vocabularies, at least initially. Where possible, picture 

clues should be used as a crutch. However, there should 

be a progression from the picture and word to the word 

alone. 

The Dolch (1949) Basic Sight Vocabulary Cards 

contain 220 words most commonly found in school reading. 
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This 11st 1s a good source ot controlled vocabulary. 

Students can write ten words from the list on flash cards. 

Students 1n pairs or threes can quiz each other on reading 

the words and, tor those who want to try it, can write 

the words from memory or simply copy them. When the stu­

dent can recognize these ten words by sight, he should 

start ten new words. 

Decoding Skills 

With beginners it 1s best to start with the sound 

and recognition of the lower-ease manuscript letters, 

followed by the upper-ease manuscript letters. It 1s 

important to start with the manuscript letters tor two 

reasons, they are similar to the printed letters the 

students will be reading, and they are easier to master 

than the cursive letters. The New Streamlined English 

Series (Laubach), Book 1, is particularly good for beg1&­

ners, since it presents a sound tor each letter in a 

familiar word with a picture clue as well as teaching 

sight vocabulary through repetition 1n sentences and 

stories. So as soon as the student leams a few words, 

he is reading. This is quite an ego-booster for adults. 

From the start, students should be encouraged to recog­

nize alphabetical order, since it will be important for 

later works dictionary skills, using a telephone direc­

tory, and so forth. 

( 
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Recognition ot letters can be reinforced by the 

use of the typewriter, which students can use to type 

out letters in alphabetical order, 

One should be cautious with phonics. It 1s often 

hard for adults to isolate sounds, particularly the short 

vowels, In a group situation each new phonic element 

should be taught with simple, patterned words so that 

each new element is emphasized, It is best not to confuse 

the 1ssue w1th other elements. For exa11ple, 1f the student 

has been introduced to in1t1al and final consonants, and 

then to short vowels, he should not be given words with 

different elements (11ke .. .!!ack" • w1th a consonant blend) 

to practise the short "a" sound. Instead of using a 

straight "sounding out .. approach, it is ,better to intro­

duce sounds through word families (i.e., short "a", as 

in "at, bat, cat, hat, mat, fat, sat"). 

It should be pointed out to students that if they 

do not recognize a word immediately, they can, (1) Sound 

~tout by sounding out the letters and blending them or 

start by sounding out the vowel and adding the final con­

sonant, and then adding the oonsena:n:t to the front. or· 

a student can try it the other way around, sounding out 

the initial consonant and vowel, adding the final conso­

nant. (2) See if the word looks like a word he knows. 

How does it d1tfer? (J) Guess at the word from context. 
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Comprehension 

Reading for .meaning should be included from the 

beginning. Care should be taken to ensure that students 

know the meaning of the words in their sight vocabulary. 

Comprehension exercises should start with recalling 

information. Often comprehension 1s difficult for begin­

ning readers because they are concentrating so hard on 
, 

the mechanics of reading. Therefore, rapid word recog-

nition should be developing by using the Learning 100 

system's Flash-X and Tach-X machines. 

Since word-by-word reading affects comprehension, 

students should be encouraged to read 1n logical thought 

units or phrases. This can be done by rewriting stories 

with a phrase per 11ne, assuring, of course, that all the 

words in the story are 1n the student's sight vocabulary. 

The teacher could read for students as a model on a tape 

which the student could listen to. Students could prac­

tise alone and 1n the group. 

Wr1ting and Spelling 

Writing should start immediately, first with copy­

ing and as soon as possible, composing. Before compo­

sition starts, students should have approximately fifty 

words in their sight vocabulary. Writing could be 

encouraged by having students make up oral sentences, 

using the sight words they have learned. Helpful words, 
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such as the personal pronouns, could be listed on the 

board. The sentences could be copied on the board by 

the teacher and read in class. The sentences could then 

be cut into words and the words copied on flash cards by 

the students. The students could then use the words to 

make up a story, each contributing a sentence while the 

teacher writes it on the board. This affords an opportu­

nity to po1nt out 'the format ot a simple sentences space 

between words, capital at beginning, period or question 

mark at the end. The story could then be read aloud and 

the students could copy 1t. 

Dictation can be used at this level. Before the 

dictation, the words to be dictated should be written on 

the board and gone over with the students. Any words they 

cannot get should be supplied. Volunteers could write 

sentences on the board. 

Encourage students to memorize spellings from the 

beginning. Later, when they learn more word patterns, they 

can spell according to patterns. If students feel confident 

enough, short sentences can be dictated, using their 

sight vocabulary words. 

The .Stu.den; Testing at the 2-J Level 

Sight Vocabulary 

At this level there st111 may be a few words on the 

Dolch List which some members of the class do not know. 111 
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The list can be expanded as the teacher discovers more 

and more words which the student should now recognize 

by sight. A variation on showing and reading flash cards 

could be used. Several word cards are selected at ran­

dom. Each student is instructed to do one of the fol­

lowing, depending on which is appropriate to the word 

he selects, 

1. Read the word and ask another student to 

write it (e.g., "your"). 
' 2. Read the word and give one or more rhyming 

words (e.g., "other"). 

J. Read the word and give another one which 

begins with the same sound (e.g., "these"). 

4. Bead the word and add an ending (e.g., "stop"). 

5. Make up a sentence using one or more or the 

selected words. 

6. Write the sentence the teacher makes up using 

several of the selected words (e.g., "Are these your other 

pants?"). 

Comprehension 

Reading tor Concepts is an excellent series to use 

for concept formation and vocabulary and comprehension 

development. A typical lesson might be as follows, 

1. The list or vocabulary words from the story to 

be read should be gone over, tor meaning as well as 
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recognition. 

2. Each student should read a sentence aloud, the 

better students .reading a 11ttle more. However, this dif­

ference should not be obVious. Somet1mes the oral pas­

sages can be made about equal 1n length, saving any extra 

passage at the end tor a fluent reader or for the teacher 

to read. The teacher should make note of any mistakes 

or any vocabulary to be discussed later. 

J. The students should answer the comprehension 

questions on paper by themselves, bringing them to the 

teacher for checking as they finish. They should not be 

corrected but directed to read again if a mistake is made. 

4. When everyone is finished, .but not all correc­

t~d, the questions can be gone over together. The poorer 
. 

students should be asked the easier questions. The 

teacher shoul\i, not indicate whether an ans•er is right or 

not unt~l everyone has confirmed whether or not he agrees. 

Then the students can debate the issue, with the teacher 

stepping 1n only 1t they cannot resolve 1t. 

5. Any vocabulary that might be new should be gone 

over, showing related words. For example, "prehistoric .. , 

the prefix •pre• can be introduced with prefix, preview, 

pre-heat, pre-cook, pre-shrunk. 

Decoding Skills 

Gener9l Review.--One technique 1s to take a short 

passage from a selection just read by the group, focussing 
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on any Dl1sread words which may relate to previous phonics 

lessons. Por instance, the group has had "-s", "-es", 

"-ed" endings pointed out to them, and they st111 often 

leave them ott. This would be a very common error for a 

French speaker. The passage can be reread, having the 

student(s) pick out all the words w1th these endings, 

rereading the appropriate sentences as they find them. 

Introduction of Long Vowels w1th Words Ending 

1n "-e".--It should be explained that each of the vowels 

(a, e, . 1, o, u) has another sound (this has been sa1d 

before, of course), the long sound, and this is much 

easier to hear than the short sound because it sounds 

like the name of the letter. 

1. As each long vowel 1s named, the students are 

asked to give words which contain that sound. On a paper, 

not on the board, the teacher should mark down only those 

which are one-syllable and have the pattern cvce (conso-
' . 

nant, long vowel, consonant, finale). Then those which 

can be paired •1th a short vowel (e.g., hate, hat) can 

be selected to illustrate what the final "e" does. 

2. A sheet of such pairs should be distr1buted1 

Column• A 

hat -- hate 

pan -- pane 

• • 
• • 
• • 

Column B 

rat --

man --

• 
• 
• 

i I'' , I 
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' 

The students read the pairs in Column A. They theri write 

the words with final "e", completing Column B, after which 

they read the ptJ,rs they have just completed. 

J. At this point homonyms should be introduced, 

because undoubtedly any list of monosyllabic pairs will 

produce them, for example, man -- mane (main, Maine). 

The students should be asked the meaning of the spoken 

word. Then the second (and third) meaning should be 

elic1ted, and the different spellings shown. The students 

could be challenged to figure out the sound-spelling 

pattern, but it should not be emphasized until later. 

Writing and Spelling 

The emphasis should be on functional writings 

dates, addresses, places, names, notes to family, and 

so forth. 1 

After the class has had lessons in contractions 

and forming words with "-ing" endings, and in writing 

simple notes, the rules for forming "-ing" words should 

be reviewed and the students asked to spell on paper, 

hoping 
stopping 
coming 
going 
letting 

Then contractions are reviewed and the students aaked to 

spell on paper, 

he's 
I'll 
don't 
we're 
didn't 

i· 
I' 
' !~ 

! 

i 
II , 11 

ii 

ii~ 
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Then this dictation can be given, 

I'm going shopping. .I'll be back at 51JO. 
Please start cooking the dinner. We'll have 

and ~------• (The students """'t-il ... l_i_n_w-ha-tever they like. ) Ask the children 
to set the table. 

Love, 

The students could then write a note to their wives (or 

husbands) telling them where they have gone and when they 

will be back, and giving her (him) some directions. They 

may ask for any assis~ance, either from the teacher or 

from each other. '!his should be corrected as they write, 

1t 1s psychologically better to correct by giving assis­

tance than to "judge• the final product. 

The Student Testing at the 4-5 Level 

Vocabulary 

At this stage, the development ot meaning vocabu­

lary is more important than the development ot sight 

vocabulary, synonyms, multiple meanings, getting mean­

ing from context. 

This procedure can be used daily, 

1. Each student contributes one new word, from 

his independent or class reading, whose meaning he did 

not lmow even after he sounded it out. He copies the 

sentence in which he found the word and underlines the 

word. 

2. The instructor collects the sentences, 

· i 
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chooses those words which would be useful to the stu-

dents to learn, adds other illustrative sentences and 

adds related words, using roots and affixes. He then 

copies the edited list of words and sentences for distribl­

tion to the students. 

J. The following day, the instructor goes over 

this edited 11st, pointing out related words, prefixes 

and suffixes. 

4. The students use them in sentences orally. 

5. Each day, old vocabulary 1s reviewed briefly. 

Decoding Skills 

Each lesson should include review and expansion. 

Por instance, it the phonics lesson tor the past two 

weeks had been on long vowel sounds made by a double 

vowel (e.g., •ee 11
, •ea", "ai", "oa 11

) and homonym.a (e.g., 

"rode"/"road"), the students could be asked to write 

the tollowing sentences from dictation, 

He ate beets. 
The meat 1a really cheap. 
The maid rode down the road. 
What ails the pale male? Too much ale. 
I heard the plane as plain as day. 

These sentences should be corrected in class. If 

anyone wants to put a sentence on the board, he should 

be encouraged to do so, l;Jut no one should be required to. 

No one should be expected to get everything correct, as 
I 

these are not spelling words which are supposed to have 
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been learned. However, correct spelling seems to come 

more easily when words are used in context rather than 

in lists. 

Writing and Spelling 

At this level the emphasis is on the sentence, 

with capitalization -and punctuation. Independent 

writing should be enoouraged.. {See recommendat1ons , tor 

Case #7 on page 89.) Group work should include such 

practical writing as filling out various forms which 

adults are likely to encounter, making out checks and 

deposit forms, addressing envelopes, writing simple 

letters. 

Reference Skills• Using the Dictionary 

The d1'ctionary is a complete mystery to most adult 
f 

literacy students, but once they have had some pract1ee 

with it--preferably with a Junior edition, such as the 

Winston Canadian Dictionary for Schools--many seem to 

really enjoy using it. The Ginn Word Enrichment Program 

(Books 6 and?) has an excellent section on using the 

dictionary. The following lesson is based on material 

in Ginn (6) 1 
""'1 

1. The students examine the sample dictionary on 

pages 64-65. 

2. The teacher asks them what kind of information 

can be found in this dictionary. All the kinds possible 

should be el1c1ted. Such information as parts of speech 
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may have to be supplied. 

J. Alphabetical order 1s the first stumbling 

block to be overcome. Most students have great difficulty 

with this. Pages 66-68 should be done together, with sup­

plementary exercises, such as are found in Mott 600A, 

pages 17-19. Parts of each page should be done 1n the 

group, the rest as independent work. 

4. Guide words should be introduced next, w1th 

group instruction thrqughout. It is 1.mportant not to 

rush. Alphabetical order and the use of guide words have 

to be completely mastered before going ahead with other 

dictionary skills. The assigned homework can either be 

done individually or in pairs or groups, as the students 

prefer. With adults, there 1s very little danger or one 

student doing the work and the others copying, if the 

teacher establishes an atmosphere of cooperation. 

Typical Reader Patterns--Recommendations 

Introduction 

It is not within the scope of this thesis to 

discuss remediation of all types of problems. Parrald 

(1971) is an excellent source of just such discussion, 

with a minutely detailed categorization of learning 

disabilities. However, the research team found certain 

cases to be typical of adult 11 teracy students. Ea.ch 
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case will be outlined, together with recommendations. 

Case l.--The word-caller, the student who can 

read almost anything aloud correctly, but whose compre­

hension is very poor. 

Recommendations.--The student should be given absolutely 

no 1nd~pendent work which involves word-attack skills 

and excused trom group work which deals exclusively with 

phonics. However, he should be 1ne1uded in a group where 

he can shine as an oral reader, and use the group discus­

sion ot the reading to enforce his concentration and, 

hopefully, his comprehension. He should be asked simple 

questions. His confidence should be built up before 

advancing to more difficult questions. Bia independent 

work should involve materials which strengthen compre­

hension. 

Case 2.--The student tor whom English is a second 

language. This does not mean immigrants who have prob­

lems which require special teaching, beyond the scope of 

a literacy program, but those French-speaking students 

who have spoken English all their lives but as a second 

language. They manage English so well that one 1s apt 

to overlook the fact that they may have some alight prob­

l~m with aural comprehension and they may have a smaller 
I 

English vocabulary than the native speaker. They 

certainly have grammatical differences. 
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' 
Recommendat1ons.--In giving such a student an oral read-

ing placement or progress test, those misreadings which 

are the result of dialect differences (~.g., a French­

speaker would probably read "he talks• as "he talk") 

should be ignored. Otherwise, he may be placed at too 

low a level. It his pronunciation differs from the norm 

of the group, this difference should be allowed for ' in 

phonics lessons, and the ditterencee pointed out for the 

enlightenment or the whole group. It should be made clear 

from the approach that these differences are interesting, 

not something to be overcome. Perhaps the teacher can 

demonstrate that his own accent is different in some 

respects, or that everyone in the class 1s a little dif­

ferent from everyone else. If it 1s suspected that the 

student has trouble with aural comprehension, his work 

should always be checked as he starts it to make sure 

he has understood the spoken instructions. His indepen­

dent work should include listening tapes or working in 

conjunction with a partner who speaks only English. 

Case J.--The student who has great difficulty with 

phonics. Everyone must internalize some phonetic analysis 

skills in order to reads one cannot sight-memorize all 

the words in a langua~e. However, 1f a student simply 

cannot manage to match sound and symbol in reading or 

spelling, and yet can comprehend what he reads, the 
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phon1cs should not be overemphasized. 

Recommendat1ons.--The student should be exposed to the 

same amount ot phonics as the rest ot h1s group. but not 

forced to learn it by be1ng g1ven extra. It should be 

allowed to sink 1n slowly. He can learn his spelling 

words by sight, not sound. His skills ot getting meaning 

through context can be strengthened. After all, people 

learned to read before "phonics" was ever invented. 

Case 4.--The nervous student who 1a troubled by 

no1se or distract1on. 

Recommendations.--Although the remediat1en tor th1s prob­

lem seems too obvious to mention. it is all too often 

overlooked. In dea1gning the physical set-up of the 

place ot instruction, it is important to provide quiet 

areas where the student may study away from a large group. 

It la a mistake to have nothing but an open-area arrange­

ment. If it is already designed that way, 1ndiv1dual 

study carrels along one wall can help somewhat. Move­

able walls can be installed inexpensively. providing 

private areas. Some students can benefit by working with 

tape recorders and earphones which shut out extraneous 

noise. However, many nervous students tind working with 
~ 

machines upsetting. If this is the case, they should not 

·be forced to work with them. Many students, for example, 

dislike the inexorable clicking away ot the controlled 
fl. 

I 
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reader, whic~ times their reading speed. They can time 

themselves just as well with a stop-watch, a time/rate 

chart, and a printed copy of the selection to be read. 

Case 5.--The student who wants to be in a group 

but who can~ot really keep up with his peers (assuming 

that he is placed at the correct level). 

Recommendat1ons.--The teacher should call on him to per­

form those tas-ks or answer those questions where there is 

a reasonable cha.nee for aucceas. Th~ teacher should alwa_vs 

fit the question to the student, never just unthinkingly 

call on students in turn. The teacher must seek out the 

weak student's strengths. In every ~ase, there is some­

thing he does better or lmows more about than the other 

students. This skill or lmowledge should be brought out 

frequently to bolster his ego. If there is any opportu­

nity for that student to help someone at a lower level, 

that is one of the best reciprocal learning devices that 

can be used. 

Case 6.--The student who will not push himself 

ahead through fear of failure if he tries something new 

(one of the commonest problems among adult literacy 

students). 

Recommendat1ons.--Broadening scope should be encouraged 

but not forced. A program that builds in small but steady 

increments of upward progression should be planned. The 
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student should keep records ot his progress so he w1ll be 

encouraged to move up rather than staying at the same 

po1nt, doing the same thing over and over. He might work 

with another student {of his own choice) to stimulate 

healthy competition. 

Case 7.--The student who wants to learn _to write 

but is very reluctant to put anything on paper unless it 

1s 100 percent correct (an almost universal problem among 

adult literacy students). 
' 

Recommendat1ons.--It should -be explained to him why his 

writing skill is so far behind his reading sk1ll (why 

everyone's 1s)s that 1s, that like every other skill, 

writing takes practise, and very few people have occasion 

to practise writing as much as reading. Arter he has 

absorbed that great truth, it can be suggested that he 

start practising. He (and his group) can spend a few 

minutes every day, as part of h1s school work, writing 

whatever he wants to. He can be assured that his writing 

can be completely private or that he can give it to the 

teacher for correction if he likes. It he dislikes put­

ting down a misspelled word, he can ask another student 

or a teacher tor the correct spelling, or perhaps he can 

look it up. There should be no holds barred as to what 

he writes or how he writes it. If he wants to be able 

to write, he must practise. And that 1s the long and the 

short of 1t. 



CHAPTER VII 

SUMMARY 

Restatement of the Problem and Procedures 

The design for the development and implementation 

of the literacy program was based on a learning process 

known as the Dacum method. The designers of the program, 

consultants with Nova Scotia Newstart, assumed that a 

multi-media, multi-modal, self-directive approach would 

be superior to other methods and would limit the necessity 

for a teacher. Through the detailed analysis of commercial 

materials to fit the Dacum design, the use of those materi­

als with students, and on-going research and adaptation, 

the research team arrived at a modified methodology and an 

array of data on the analysis of commercial reading systems. 

This researcher organized and synthesized the• data collected 

between March 1971 and September 1972 into a suggested meth­

odology for literacy instruction and devised a model for re­

cording the analysis of commercial reading systems. 

Conclusions 

Although the original assumption proved correct in 

recommending a multi-media, multi-modal individualized ap­

proach with adult literacy students, the research team dis­

covered that there had to be a ' closer, more personal contact 

between teacher .and student, with .the teacher rather than 

90 
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the student ,directing the learning process. 

A fundamental difference in philosophy between the 

original assumption and the modified assumption was the 

nature of instruction and the role of the teacher. In the 

original assumption, the student was expected to have the 

insight, confidence and ability to recognize hie reading 

needs and to choose the necessary resources to meet these 

needs. In practice, the researchers found that this expec­

tation was unsupported. Not only did the illiterate adult 

not have any idea what his needs were, there was no guaran­

tee that working through a given piece of material, possib­

ly with no understanding of what he was doing, would satisfy 

his needs. Consequently, the teacher became the director of 

the learning process. He assessed the students' needs and 

conducted small-group, individual, and independent programs, 

thereby providing the students with the interpersonal con­

tact, attention, and constant encouragement so needed by 

adults who have had a history of failure and therefore lack 

self-confidence. In other words, teachers structured a learn­

ing situation through which students could meet their indiv­

idual needs. 

Recommendations for the Implementation of 
Future Programs 

On the basis of the experience of the research team 

and the synthesis of that experience in this study, these 

recommendations are offered: 
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1 • . · In an individualized program, a wide variety of 

materials is needed to accommodate learner preferences and 

to provide the necessary duplication needed with a minimum 

of boredom • 

2. The kinds and amount of materials would of course 

depend on the financial capabilities of those using them. 

Telephone books, newspapers, magazines, menus -- indeed, any 

printed matter -- p~ovide inexpensive sources of materials. 

Assuming that a limited amount of funds is available, the 

following commercial materials are. suggested for their rel­

ative inexpensiveness, adaptability and flexibility of use 

for both group and independent study, applicability at all 

levels of literacy, and variety of content: Cracking the 

~; Language Master Program; Lessons for Self-Instruction 

in Basic Skills (LSI); Mott Basic Language Program; Reading 

for Concepts; Reading Laboratory Series (SRA). Finances al­

lowing, these sections of Learning 100 were found to be ex­

tremely useful for adult literacy training: Aud-X Program; 

"Go" Books; Study Skills Library; Controlled Reader Story 

.§lli. 

3. A program should have resource personnel or mas­

ter teachers who have knowledge of the reading process, the 

diagnosis and remediation of reading problems, and various 

methods of assessment. Knowledge could be shared through 

in-service training and seminars with the teaching staff. 
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4. Instruction should be individualized and person-
' 

alized, with provision for both group and independent study 

and instruction. The teacher should direct the learning 

process through diagnosis and prescription. 

5. The physical environment should have sound-proof­

ing and good illumination to help compensate for declines 

in hearing and vision with age. Open areas with moveable 

tables are useful for group activity. Closed areas, with 

some carrels, allow for small-group instruction and independ­

ent study. 

6. Allotment periods for literacy training should be 

longer than a yea:r. They should be as long as is necessary 

for an adult to become truly literate. 

7. A program should have a counsellor to deal with 

the psychological and social problems of adults. If funds 

are not available for such specialized personnel, teachers 

should be selected for their ability to deal with such prob­

lems. 

8 . Evaluation systems should be set up to determine 

the effectiveness of a program and the factors responsible 

for student success or failure. 

In conclusion, this study indicates that the literacy 

teacher cannot be replaced by a machine or a self-training 

process. Not even multi-media, multi-modal systems can entire­

ly replace the teacher. In. f.ae~, for such systems to work 

1! 
l 
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effectively, the teacher has to be directly involved in the 

problem-solving process by being in close contact with the 

students. An analysis of reading skills cannot function well 

as a student curriculum, nor can reading skills be learned in 

isolation; they must be learned in units along with other 

reading skills. The experienced teacher, better than any 

machine or pre-planned program, can judge what skills a stu­

dent lacks and how he can best acqui~e them. 

:t 
'I 
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APPENDIX A 

READING TEST SCORES 
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APPENDIX B 

ANALYSIS OF COMMERCIAL READING SYSTEMS 



ANALYSIS OF COMMERCIAL READING SYSTEMS 

Allyn and Bacon Readers 

Ov~rview of the Slstem 

This series of readers is designed to provide pleasure 
reading for those (American} junior and senior h1gh school 
students whose reading level 1s low (grades 2-6). The books 
in the series are these, 

1. The Time Is Now--grades 6-7 age group 
2. W1 th It--grades 6-7 age group 
J. Winner's Circle--adolescent 
4. Beyond t~e Blook--adolescent 
5. This Cool World--adolescent 
6. The Big Ones--adult 

Analysis of the System 

Format 

Readers, pure and simple. Illustrations, but no 
questions, no "guides to reading". Soft-cover collections 
of true stories, short biographies, sports stories, science, 
outdoor adventures. Teacher's manual with lesson plans and 
skill activities included. 

Focus 

To provide h1gh-interest materials for students from 
grade 6 to adult age who read at the 2-6 levels. 

Strengths 

1. Appealing as books to read purely for pleasure. 
2. Really interesting stories, even though vocabulary 

simplified. 

Weaknesses 

1. First two books in the series inner-city oriented 
and therefore of limited interest to non-American-city 
students. 

2. Other books in the series stress sports and 
American content, directed toward American junior and senior 
high school age groups of limited value for illiterate adults 
1n Nova Scotia. 

106 
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Suggested Uses 

1. Independent, non-directed leisure reading. 
2. Small group use, reading for pleasure and general 

broadening of background. Some s1tories provide a good basis 
for discussion. 

Cautions 

1. Readers not 11nguistically structured; reading 
skill activit1es much better handled in other types of books. 

2. Lesson plans in teacher's manual not really 
adult-oriented. 

Basic Goals in Spelling 

overview of the System 

Basic Goals in Spelling is a series of workbooks, 
covering a grade level each from grades 1 throµgh 8. 

Analysis of the System 

Format 

Workbooks whose lessons each contain a list of words 
selected for some similarity, and exercises using these words. 

Focus 

Spelling instruction by systematic phonetic and 
structural generalizations. 

Strengths 

1. Well organized and sequenced according to word 
analysis skills. 

2. Contains a variety of exercises designed to teach 
discrimination. 

J. Contains handwriting hints and dictionary activities. 

Weaknesses 

1. Instructions very difficult for students to reads 
exercises far easier than instructions. 

2. Somewhat too child- and school-subject-oriented. 
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3. Exercises somewhat tedious. 
4. No provision for self-correction, except for 

reference to teacher's edition. 

Suggested Uses 

1. Source of lists of high-frequency words which the 
student can learn to spell along with related lessons 1n 
word analysis. 

2. Individual spelling improvement, where there 1s 
sufficient motivation. 

Cautions 

1. Not recommended for in:iividual work except as 
mentioned above, too difficult to read directions. 

2. Many lessons based on school subject vocabularies, 
not entirely relevant or necessary for adults. 

Cracking the Code 

overview of the System 

Cracking the Code 1s designed for remediation for 
students who read at the grades 4-6 levels but who still have 
problems with word-decoding. The series consists of two books 
only, both named Cracking the Code, one a workbook, the other 
a correlated reader. 

Analysis of the System 

Format 

Workbooks Word lists for each lesson, all built 
around some phonetic similarity, followed by the lessons-­
roups of amusingly illustrated exercises, ~epet1tive enough 

to avoid confusion, yet varied enough to be interesting, even 
fun. 

Readers Very closely correlated with the workbook, 
whose exercises should be done first. Teacher's guide 
indicates what stories should be read after which lessons. 

Focus 

To remediate decoding problems of students reading at 
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the grades 4-6 levels, done by means of careful programming 
of materials according to sound-spelling patterns, 

Strengths 

1, Very well sequenced and correlated, 
2, Patterns in workbook exercises easily followed, 

Adults seem to find great satisfaction 1n being able to read 
according to patterns, 

J. Although child-oriented, materials appealing and 
amusing, 

4. Teacher's guide well constructed·, contains 
suggestions which work well. 

Weakness 

No provision for self-correction, except for reference 
to teacher's guide, 

Suggested Uses 

1. A quick remedial program for a group of students 
at the 4-6 level who do not 'decode accurately. 

2, A remedial program for an individual student who 
reads at least at the fourth level and who is capable of 
following the workbook on his own, 

J. A source of material for particular sound-spellills 
patterns to be introduced by the teacher at any level above 
the read1ness level, 

Cautions 

1. Purposely designed to be fast-paced, Therefore, 
the teacher must be sure that the students are capable of 
reading at least at the fourth~grade level before moving 
them systematically through the program, Although the first 
lessons are easy enough for students at the first or second 
level, they very rapidly move way beyond that level, 

2. Program intended to emphasize deooding skills. 
Therefore, it 1s essential tm.t oral reading take place, that 
corrections be made, and that guesswork not pe allowed. 
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Ginn Word Enrichment Program 

Overview of the Syst~ 

~he Ginn Word 'Enrichment Program contains the follow­
ing workbook-type volumes, covering a grade level each, from 
grades 1 through 71 

1. Look and Listen 
2. Sounds and Symbols 
J. Vowels and Variants 
4. More Vowels and Variants 
5. Sounds and Syllables 
6. More Sounds and Syllables 
7. Working with Words 

Analysis of the System 

Format 

Workbooks which call for fill-in or multiple-choice 
type answers. 

Focus 

Phonetic and structural analysis skills and vocabulary 
development, some dictionary work and concept development 
at the higher levels. 

Strengths 

1. Appealingly illustrated, well chosen material. 
Although child-oriented, it is not at all "babyish". Adults 
~enerally find it amusing. 

2. Very well sequenced, with good reinforcement; 
built-in diagnostic and mastery tests. , 

J. Some unusual and interesting material not 
generally found in basic programs, for example, "Classifica­
tion"• "Analogies", "Origins and Changes in Language". 

4. Patterns easy to follow one~ established by the 
teacher. Many students need very little instruction, even 
initially. 

Weakness , 

No provision for self-correction, except for reference 
to teacher's edition. 

Suggested Uses 

1. Independent work for those students who can 
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actually read more than their word-attack skills would 
ind1catea . 1n other words, students who can read at, say, 
a level four, but who have not really mastered all the skills 
taught at level two. These students can progress fairly 
independently right through whatever book the teacher deems 
advisable. 

2. Introduction of a new concept to a small group, 
who can then finish the appropriate pages at their own pace, 
with help from the teacher ' where needed. 

Cautions 

1. Immediate correction of exercises necessary. 
When this cannot be done by teacher, small groups can 
correct each other, using the teacher's edition. In this 
case, the teacher must check to see that errors are understood. 

2. Program deliberately fast-paced, not primarily 
remedial. Therefore, many students may need more work on 
individual skills than is provided, 

Help Yourself to Read, Write and Spell 

Overview of the System 

The two books 1n this program, both called Help 
Yourself to Read, Write and Spell, are designed for remedia­
tion for those students who have advanced past grade 4 
without having mastered reading and writing, and for students 
for whom English is a second language. No grade levels are 
given, except for the suggestion of remediation past grade 4 
for Book 1, with Book 2 beginning at a difficulty level 
approximately equal to that of the end of Book 1. 

Analysis of the System 

Format 

Workbooks, with perforated pages, in case they are to 
be torn out as completed, which teach wo~ds used in everyday 
life. The vocabulary is presented with pictures, followed by 
a series of exercises which use the words 1n their various 
forms (plural, present tense, etc.), and 1n sentences. 

Focus 

Book 11 Writing and spelling words in their various 
forms, completing simple sentences, parts of speechr punctuation, 
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vocAbulary building. 

Book 21 Same as Book 1, plus reading comprehension 
based on readings about everyday life, such as "Shopping in 
a Supermarket". 

Strengths 

1. Pictured vocabularies helpful for those students 
for whom English is a second language. 

2. Good source of specialized, categorized vocabularies 
such as "The Classroom", "Money and Banking". 

Weaknesses 

1. Not sufficiently graded and, therefore, difficult 
for appropriate placement of students. 

2. Many of the exercises designed for non-English­
speaking students; series of limited use for native speakers. 

Suggested Uses 

1. Independent or small group work for those students 
for whom English is a second language. 

2, Independent work for the student who really wants 
to work on h1s writing and spelling, (Most adult students 
can cope only with improving their reading.) 

3. Source of specialized readings and vocabularies, 

Cautions 

1, Scope of these books limited, primarily writing 
books, not reading books. 

2. Frequent consultation with student necessary, s1me 
there are no answers given. 

Language Master Program 

Overview of the System 

The Language Master Program consists of six separate 
programs, of which only the following two are applicable 
to functional literacy, 

1. Word Picture Program, Set 1--Nounss Everyday ~s 
Set 2--Verbsa Action Words 
Set )--Basic Concepts 
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2. Phonics Program, Set 1--sound Blendln~ and 
Beginning Phonetic Skill 

Set 2--Consonant Blends and 
Irregular Phonetic 
Elements 

Set J--Word Building and Word 
Analysis Technique 

~hese programs are accompanied by a Language Master, which 
1s an audio-visual machine consisting of a built-in amplifier, 
microphone, and loudspeaker. 

A...nalys1s of the System 

1. Word Picture Program 

Format 

Six hundred individually numbered cards, each with a 
thin strip of recording tape near the bottom, with two tracks. 
One track ls an instructor track which cannot be inadvertently 
erased. 'rhe other 1s a student track which is automatically 
erased by recording over it. There are both pre-recorded 
and blank cards 1n each set, The pre-recorded cards are 
passed throu~h a slot on the Language Master, so that the 
student hears a voice saying what is printed on the card. 
The student can then model this voice by passing the card 
through the slot, pushing the "student" button and speaking 
into the microphone. He can then play back and moni to1· 
his response. The blank cards are used to supplement the 
pre-recorded cards or to create teacher-made programs. 

Focus 

Sig ht vocabulary and simple sentences. Through 
association of word and picture, builds vocabulary on 
immediate recogn1t1on and provides repetitive auditory 
and visual practice. 

Strengths 

i. Auditory and visual practice at student's own 
rate. 

2 • 
to monitor 

Correct model on instructor track enables student 
his own recorded voice as often as he needs. 
Excellent source of oral drill, J. 

4. 
5 • 

Excellent slght vocabulary builder. 
Useful at all grade levels. 
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Suggested Uses 

1. Sight-vocabulary building, especially useful for 
non-readers. 

2. Remedial tool for visual, sequential memory. 
J. Instruction in nouns, verbs and simple sentences. 
4. Instruction in writing and spelling by having the 

student copy or write from memory the words or sentences on 
each card after he has read them. 

Caution 

Occasional monitoring necessary to ensure that the 
student is correctly modelling the instructor's voice. 

2. Phonics Program 

Format 

Same as that of Word Picture Program. 

Focus 

Emphasize relationship between written and spoken 
langua~e, by presenting a sound in isolation, then in · 
words, phrases and, fina~ly, sentences. 

Strengths 

1. 
2. 
J. 

context of 

Develops auditory discrimination. 
Useful fOT students who are totally illiterate. 
Develops good phonetic analysis skills in the 
phrases and sentences. 

Weakness 

Confusion sometimes caused because instructor's 
pronunciation of certain phonetic elements, particularly 
vowels and diphthong "ou", may differ from that of student. 

S~ggested Uses 

1. Development of an individual's phonetic skills. 
2. Remediation of various, separate skills (i.e., 

long vowels, consonants). 
J. Instruction for beginning readers in the alphabet 

sounds and symbols. 

Cautions 

1. Too much phonetic analysis in isolation not very 
useful. Students should have approximately a hundred words 
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in their sight vocabulary before really starting phonetic 
analysis in earnest. 

2. Occasional monitoring necessary to ensure that 
the student is correctly modelling the instructor's voice. 

Learning 100 

Overview of the System 

Because the L-100 program is intended to be a "total 
system of education", it has the inherent disadvantages as 
well ~s the advantages of such a concept. while its care­
fully structured sequencing and integrating of the various 
parts of the system are very helpful in situations where 
there are too few teachers or where the teachers are either 
inexperienced or uncreative, that same elaborate structuring 
can be unchallenging for the teacher and therefore stultify­
inp· for the student. Of course, a teacher can greatly 
enrich such a pr0Elram1 but because it appears to be adequate, 
the teacher tends to just let it operate as is. It is not 
really sufficient as a whole system, because it does need 
a great deal of enrichment. There is simply not enough 
material, various as 1t ts, for the student to advance com­
pletely from level to level, In other words, without enr1clr­
ment, the student will have read all the Learning 100 · 
materials in Level J, f6r example, and still not be ready 
t o move on to Level 4. 

In an attempt to create a reading program that will 
be attractive to functionally illiterate adults, Educational 
Developmental Laboratories (EDL) has placed heavy stress on 
the use of audio-visual techniques, utlliz1ng approaches 
that will hopefully be recognized by the mature adult as , 
new and different. Again, the advantages of such a program 
are at least balanced by its disadvantages, newness and dif­
ference wear off1 aud1o-v1sual equipment 1s costly1 machines 
break down. And EDL equipment 1a very costly (one Aud-X 
machine with filmstrips and cassettes covering levels from 
illiteracy to approximately Grade 6 cost almost $2,000 1n 
1972), and, unfortunately, not of consistently high technical 
quality. 

Though the content of L-100 1s adult- rather than . 
child-oriented, it is somewhat patronizing. Emphasis 1s 
placed on what the student as a disadvantaged adult "needs 
to know .. --such things as the most elementary aspects of 
used-car buying, or of housepa1nt1ng, for example--rather 
than on what he might like to know. Therefore, many of the 
discussion periods built in according to the teacher's manual 
are, in the first place, unnecessary, and 1n the second 
place, likely to be boring and even insulting, 
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Anyone wlsh1n~ to use the L-100 program must 
familiarize himself with ·the enormously elaboreteand 
difficult-to-follow Instructor's Manual and Cycle Lesson 
Plans. 

The L-100 system includes these sub-systems, whlch · 
will be discussed in detail below, 

1. Aud-X--Levels identified as RA, AA,BA, CA, DEFA 
(in ascending order of difficulty from 
reading readiness to approximately Grade 6) 

2. Tach-X--Levels RA, AA, BA, CA, DA, EA, FA 
3. Flash-X--Levels RA, AA, BA, CA, ,DA, EA, FA 
4. Controlled Reader--Levels RA, AA, BA, CA, DA, 

EA, FA 
5. "Go" Books--Levels RA-AA, BA, CA, DA, EA, FA 
6. Listening Tapes--Levels DA, EA, FA 
7, Study Skills Library--Levels D, E, F 

Ana lysis of the System 

1, Aud-X 

Format 

Audio-visual filmstrips coordinated with cassette 
tapes and related workbooks. Each lesson consists of two 
p a rtsa (1) a story which the student listens to as key 
words are flashed on 1the screen, and (2) a word study, which 
uses a given set of words, having a particular phon-etic or 
str uctural similarity, in various contexts. 

Focus 

Stor~s Primarily, development of sight vocabulary, 
secondarily, evelopment of listening skills, 

Word Study, Phonetic and structural analysis, 

Strengths 

1, May be used entirely independently of a teacher, 
either by individual or small group, 

2. Well structured, sequenced, and reinforced, 
J. Immediate feedback and self-corrections most 

answers are given on the tape, 

Weaknesses 

1. No provision for stopping or rewinding filmstrips, 
1f any confusion or interruption, no alternative but to go 
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back to the very beginning. 
2. Easy to push the wrong button, putting filmstrips 

and cassettes out of phase. 
3. No way to speed up, slow down, or skip any of the 

tape; all students must proceed at the same pace, exaspera­
tingly slow for most. 

Suggested Uses 

1. Independent work for students at the lower levels 
who can read very little by themselves. 

2. Enhancement of visual perception by concurrent 
auditory perception. 

Cautions 

1. Some workbook questions not answered on tape. 
Teacher should encourage student to seek correction when 
needed. 

2. Aud~X material slow-paced. Most students get 
bored with it before they complete it. While it is very 
useful at the RA and AA levels, its use is limited at the 
hip-her levels. 

2. Tach-X 

Format 

Tachistoecope projector w1th filmstrips and . related 
workbooks. Symbols or words are flashed on a screen in 
brief exposures, the timing of which can be adjusted. 

Focus 

Basic Accuracy Filmstrips, Development of visual 
perception, discrimination, and memory. 

Word Recognition Filmstrips, Development of rapid 
recognition of wordsa sight vocabulary. At the DA, EA, FA 
levels the workbooks provide dictionary and spelling pract1ce, 

Strengths 

1. 
be noted. 

2. 
ot:her EDL 

3. 

Controls speed of recogn1t1on so that progress can 

Words used correlate with words introduced in 
media at the same level. 

Forces student to concentrate, 

' ) 

~
n . 

I 

• 
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Weaknesses 

1. D1ff1cult for operator of machine to keep in 
phase. But this can be mastered with practice. 

~. Very hard on the eyes. Many students report 
th~t they do not like it for this reason. 

Suggested Uses 

Basic Accuracy, Warm-up for whole group. 

Word Recognition, Reinforcement for those students 
who are working on other EDL material. 

Cautions 

1. Basic Accuracy designed for short exposure, 
never more than five or ten minutes at a time. 

2. Beyond beginning levels (RA-AA), Word Recognition 
filmstrips of 11m1ted use. If the L-100 1s not used as a 
total system, the memorization of out-of-context words ls 
of little value. 

J. Flash-X 

Format 

Small hand instrument which uses the same Word Recog­
nition material as the Tach-X. 

Focus 

Development of rapid recognition of words, sight 
vocabulary. 

Strengths 

1. 
2. 

require a 
J. 

Much less expensive than Tach-X. 
Can be used by 1nd1vidual students; does not 

teacher. 
Individual discs can be made of any vocabulary. 

Weaknesses 

1. Only one speeds too fast for some, too slow for 
others. 

2. Instructions in workbooks not clear as to which 
list of words goes with which exercises. 
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Suggested Uses 

1. Vocabulary reinforcement for those studentA who 
Rre worklng on other EDL material. Levels must be coordinated 

z. Extra practice beyond that . given by Tach-X in a • 
~roup situation. 1 

J • . Sight vocabulary building, using teacher- or 
student-made discs. 

4. Spelling aids flash the word, say it, write it. 

Caution 

Beyond the beginning levels (RA-AA), Flash-X discs 
of limited use. If the L-100 system is not used as a total 
system, the memorization of out-of-context words is of 
little value. 

4. Controlled Reader 

Format 

Large projector for group use, or smaller projector 
for 1nd1vidual use, with filmstrips and related workbooks. 
Whereas the Tach-X shows single fixations, the Controlled 
Reader shows multiple fixations, as is normal in reading. 
The speed can be adjusted, as can the length of the exposed 
fixations. 

Focus 

Motility Training FilmstriEs (MT1, Development 
of ability to fixate and coordinate v1sua ly at high rates 
of speed. 

Accelerated Discrimination Filmstrips (AD), Develop­
ment of perceptual accuracy. 

Prooessin Trainin F1lmstr1 s PT, Development 
of rapid word reoogni 1on--sight vocabulary--through words 
previously introduced and now flashed rapidly on the screen 
in story context. 

Fluenc Train1n F1lmstr1 s Stor Sets I Development 
of speed 1n rea ing. Whereas the Processing Training film­
strips concentrate on sight vocabulary by flashing the 
story one word at a time, the Story Sets aim at overall 
reading fluency by projecting the story 1n whole lines at 
a time, with a moving slot which forces left-to-right eye 
movement. 

. ii 
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Comprehension Power Pilastrips (CP)1 Used only at 
the higher levels, DA, EA, FA. 88.Jle as Fluency Training 
but at faster speeds, w1th eaphasis on overall rather than 
detailed comprehension. 

Strengths 
-

1 . Effect ive for concentration enforceaent and, in 
aoet ca•••• speed devel0'plllent. 

2. Speed-control dial, student can chart progress. 
Most student• do progress (if only because they start so 
slowly and cautiou• ly), and this is very reinforcing. 

Weakn••••• 

1. With exception ot Fluency Training Story Seta, all 
f1la• trip• require teacher, no workbook• in which • tudent 
can .record and cheek an•wer• • A t•acher 1• not always avail­
able 1n an , 1ndiYidualized in• truct1on set-up. 

2. Inexorable clicking away of the aachin•• hard oa 
atudent'a nerve• • 

· 3. Unnatural •Y• aoveaent• • Becau• e only oae 11•• of 
t1v.e word• appear• at a t1••• the •7•• do not drop down to 
th~ u ·xt 1111.• •• they would. in reading any noraal page of 
print. Students have complained that this procedure quickly 
tires the eyes. 

4. ,· Too much concentration on speed 1n Story Sets and 
Compreheris1on Power Filmstrips. The teacher must be alert 
t o the possibility of comprehension being sacrificed for the 
sake of speed. 

5. Stor ies, while adult, not exactly fascinatings 
heavy 1n .American content. 

Suggested Uses 

1. Moti lity Training and Accelerated Discrimination, 
Whole-group warm-up. 

2. Processing Training, Speed and concentration 
development for those who are not ready for Story Sets.. A 
student can use these without a teacher's help, but there is 
no way for him to check his concentration. 

J. Story Sets, Individual work, with students 
charting own progress. 

4. Comprehension Power, Where student's fluency is 
sufficient, should be used with teacher. 

Cautions 

1. Motility Training and Accelerated D1scr1mination 
designed for short exposure, never more than f1ve or ten 
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minutes at a time. 
2. Machine reading distasteful to some students. 

Suggest that student try machines if he can't stand it, he 
should not be forced. The stories 1n the Story Set workbook 
can be timed Just as well with a stop-watch and a time/rate 
chart. Many students find this less nerve-wracking and 
less threatening. 

5. "Go" Books 

Format 

Workbooks consisting ot reading selections followed 
by a variety of exercises. No answers provided in workbooks. 

Focus 

Reading compre~ension skills, reinforcement of word 
analysis skills leamed elsewhere, basic writing _ skills. 

Strengths 

1. Suft1c1ent variety to provide interest for most 
students, at least for a while. 

2. Well-coordinated reinforcement. 

Weaknesses 

1. Many stories American-ghetto-oriented1 not 
appropriate for all groups of students. 

2. No means of self-correction, and no answer keys, 
teacher must check. 

J. Reading level of directions to student often 
higher than reading level of workbook itself. Therefore, 
although the student may be able to do an exercise, he may 
be unable to read what ~tis he is supposed to do. 

Suggested Uses 

1. Independent work in a guided workshop. 
2. Independent work at all levels. 

Cautions 

1. Correction after each lesson or two necessary. 
Students very easily get off the track, and will proceed 
incorrectly without even knowing it. 

2. For most students, the writing called for much 
more difficult than the reading. The teacher must be aware 
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of the constant need tor instruction. 

6. Listening Tapes 

Format 

Cassette tapes with accompany1ng workbooks. 

Focus 

Listens Listening comprehension skills. 

Listen and Reads Listening and reading comprehen­
sion skills. 

Listen and Writes Listening comprehension and 
writing skills. 

Strengths 

1. 
2. 
J. 

traction. 
4. 

Appealing as a variant way to learn. 
Many tapes interestingly presented. 
May be used with earphones which shut out dis-

.Answers given on tapes 1mmed1ate feedback. 

Weaknesses 

1. Cassettes not very good quality mechanicallys 
frequently stick or become snarled. 

2. Many concepts in Listen and Read and Listen and 
Write difficult for students to understand without teacher's 
help . For example, a lesson on making inferences has often 
proved to be puzzling to students working alone, whereas the 
same lesson becomes clear with a little teacher explanation. 

Suggested Uses 

1. Listen, Independent work for students with com­
prehension problems which may be the result ot lack of ability 
to concentrate. 

2. Listen, Independent work for students for whom 
English is a second language. 

J. Listen and Read and Listen and Write, In small 
group situation with teacher to help explain new concepts. 

Cautions 

1. Not all tapes of general interest or usefulness 
to disadvantaged adult seeking vocational training. The 
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poetry tapes are an example. 
2 • . Listen and Read and Listen and Write difficult far 

most students. Adequate preparation is necessary before 
independent work. 

7. Study Skills Library 

Format 

Nine kits containing ten lessons each. Each lesson 
involves, (1) preparation for a reading in a subject areas 
(2) the reading itselfs (J) a set of ten comprehension ques­
tions, and (4) a set of exercises on a particular study skill. 

Focus 

D, E, F--Science 

DD, EE, FF--Social Studies 

DDD, EEE, FFF--Referenoe Skills 

Strengths 

1. 
2. 

skills. 
3. 
4. 

Very good informative material. 
Good, simple presentati.on of the various study 

Answer keys provided, immediate feedback. 
Can be used effectively without a teacher. 

Suggested Uses 

1. Independent work to prepare students for study 
in subject a r eas . 

2. Introduction of particular information or study 
skills to a small group. The lesson can be started with the 
teacher, f1n1shed by the students at their own pace and 
later expanded by the teacher. 
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Lessons for Self-Instruction in Basic Skills 

Overview of the System 
' 

The Lessons for Self-Instruction (LSI) reading kit 
contains booklets of programmed instruction under three 
different topics and at four 1ncreas1ngl7 difficult levels, 
from grades J through 9. These are, 

1. Following Directions--levels A-B, c-o, E-F, and G 
2. Reference Sk1lls--levels A-B, C-D, E-F, and G 
J. Reading Internretations !--levels A-B, C-D, E-F, and G 
4. Reading Intterpretations II--levels A~B, C-D, E-F, and G 

(There are also k1te available on Mathematics and English 
Arts.} 

Analysis of the-:S)ystem 

Format 

Programmed instructions questions 1n multiple-choice 
form with probable errors not only included as choices but 
explained when student discovers that he has made the error. 
Answers recorded on a separate record sheet. 

Focus 

Following Directions, Following directions which 
require exactness in reading and interpretation. 

Reference Sk111s1 Use of simple reference aids to 
finding specific information. 

Reading Interpretations, Development of such skills 
as recognition of facts, cause and effect, sequence of events, 
main idea, fact or fiction1 paraphrasings inferences visuali­
zing detail1 using context to determine meaning. 

Strengths 

1. Extremely well designed. Covers a wide range or 
interesting and useful skills. 

2. Very easy to understand and to follow. Almost 
entirely self-instnctional. 

3. Different and fun to do. Adults seem to enjoy 
these workbooks thoroughly and to feel as though they have 
accomplished something tangible. Although not difficult, 
the exercises are like solving puzzles. 



12.4 

Suggested Uses 

1. PrepU!atory work for individual students who will 
soon work independently in subject areas. 

2. Independent work for students who need to enrich 
or strengthen reading comprehension skills. 

Cautions 

1. Lowest level (A-B) extremely simple, might be 
quickly skipped over once the student catches on. Student 
should be started at A-B level, however. 

2 • . Designed as a spec1al1Zed supplementary aid only, 
not to be used as a steady diet. 

J. Booklets useless without record/answer sheets, 
very easy to exhaust supply without realiz1ng. 

The Mott Basie Language Skills Program 

overview of the System 

The Mott Bas1o Language Skills Program contains the 
following, 

1. Word Bank--Grades O through 2. Three hundred 
photographs associated with the names of common objects. 

2. Original Ser1es--Books JOOA and JOOB, 606A and 
600B, 900A and 900B, numbered 1n ascending order of dif­
ficulty from grades O through 9. Workbooks containing 
drill on word attack skills, composition, grammar, vocabu­
lary and comprehension. 

J. Semi-Programmed Ser1es--Books lJ00-1306 and 
Books 1607,-1610, numbered in ascending order of difficulty 
from grades O through 6. Workbooks teaching the same 
skills as the Original Serles, but more slowly, 1n greater 
detail. Much of the workbook is programmed, that is, the 
answers are provided in a column on the left-hand side of 
each page, thus affording continuous feedback on each small 
increment of instruction. 

4. Word Attack Skills 160--Grades O through 4. The 
introductory book to the Comprehension Serles, containing a 
review of the contents of the Or1g1nal and Semi-Programmed 
Series. 

5. Comprehension Series--Books JOl-304 and 601-604, 
numbered in ascendlng order of difficulty f~om grades 2 
through 6. Readers in programmed workbook form. 



125 

.Analysis of the Ststem 

1. Word Bank 

Format 

Three hundred photographs associated with printed and 
written form of names of common ·objects. 

Focus 

Sight vocabulary of common nouns. Through associat1Cl'l 
of picture with word, 1t aims at building vocabulary on immed.1'­
ate recognition--on sight--rather than on phonetic analysis. 

Strengths 

1. Needs no instruct1on. 
2. Photo vocabulary used in story contexts to re-

inforce word recogn1t:1on. 

Suggested Uses 

1. Supplemental reader for 1ndiv1dual use. 
2. Visual a1d tor students who have particular 

difficulty with visual sequential ~emory peroeptipn. 

Caution 

L1m1ted carry~over as tool for developing sight 
vocabulary. What may be a common object 1n one's speaking 
vocabulary may not necessarily be commonly found 1n reading. 
For example,. the word "ladder" is undoubtedly within the 
speaking vocabulary of most adults, however, it 1s not 
commonly found in reading. 

2. Original Series 

Format 

Workbooks without self-correction. 

Focus 

Book JOOA1 Phonetic analysis skills. 

Book J00B1 Phonetic analysis skills. 

Books 600A and 600Ba - Structural analysis skills, 
vocabulary, comprehension, basic composition skills, and use 
of references. 
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Books 900A and 900Ba English grammar and usage, 
vocabulary building, composition skills, and comprehension. 

Strengths 

1. Well-developed sequential order. 
2. Simple directions. 
J. Adequate variety of examples and exercises. 

Weaknesses 

1. Too Amer1can-or1ented for Canadian students, 
particularly Books 600A and 600B. 

2. Too aoademica usefulness of much of the grammar 
and usage of 900A and 900B to the average disadvantaged 
adult seeking upgrading is questionable. 

Suggested Uses 

1. Teacher's use in preparing materials for instruc-
tion 1n a particular skill. 

2. Group instruction, focusing on a particular skill. 

Cautions 

1. Designed to be fast-paced, limited amount of 
material covering one concept. Many students would fare 
better with the Semi-Programmed Series. 

2. Large gaps between JOO and 600 series and 600 
and 900 series, type of material presented 1n each series 
is very different. Even though a student may have success­
fully completed one series, he may not really be ready for 
the next. 

J. Semi-Programmed Series 

Format 

Partially programmed workbooks, with answers to many 
of the exercises in a column on the left-hand side of the 
page. 

Focus 

letters. 

JOOB) 1 

Book 1300, . Reading readiness and formation of 

Boo~s 1J01-13o6 (correlated with Books JOOA and 
Phonetic analysis skills. 
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Books 160?-1610 (correlated with Books 600A and 
600B; replacing old numbers 1J07 -lJl0)1 Structural 
analysis skills. vocabulary building. comprehension. basic 
composit1on skills, and use of references. 

Strengths 

1. Well-~eveloped sequential order, with a reasonable 
amount of repetition, thus causing reinforcement of skill. 

2. Simple directions. 
J. Words to be learned always to be written out 1n 

full, never selected as in a multiple-choice situation. 
Thus there is greater reinforcement through writing as well 
as reading. 

4. Self-correction, immediate feedback. 
5. Most of the work easily done without a teacher's 

help after in1tial instruction of each new concept. 

'Weaknesses 

1. -Answers too readily visible, difficult not to 
inadvertently obtain answer prior to writing it. 

2. Prominent category of the higher-level books 
(1607-1610), the "American Scene", largely inappropriate 
for Canadian students. 

Suggeste·d Uses 

1. Corrective or remedial work for individual student. 
2. Group 1nstruct1on, focusing on a particular skill, 

with members of the group then completing the work at own 
ind1vidual pace. 

3. Source of material for cassette tapes of . the books 
focusing on phonetic skills (lJOl-1305 especiallf). 

Cautions 

1. Cassettes easily overused. The teacher should be 
aware, first, of the soporific effect of tapes. and second, 
of the tendency to forget about a student who seems to be 
securely embedded in a set of earphones--he may be either 
asleep, hypnotized, contused, or merely "getting away from 
it all". 

2. Introduction of each new concept and follow-up 
by teacher necessary. The lessons are structured so that 
a student can easily follow a pattern, thus getting correct 
answers, perhaps without having the remotest idea that it 
1s a language pattern. In other words, without teacher 
guidance, there may be little carry-over, 11ttle ' actual 
learning. 
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4. Word Attack Skills 160 

Format 

A single workbook containing an overview of the con-
tents of Books JOOA and JOOB, 600A, 1J01-1J06, and 1607-1608. 

Focus 

Phonetic and structural analysis skills. 

Strengths 

1. Guide to location of all basic skills covered in 
Books JOOA and JOOB, 600A, 1J01-1J06, and 1607-1608 con~ 
ta1ned 1n Table of Contents. 

2. Fast, comprehensive review of all the basic word 
attack skills. 

Suggested Uses 

1. Teacher's guide to skills and materials. 
2. Past review for 1nd1v1dual student or group. 
J. Diagnostic tool to locate an 1nd1v1dual's weak­

nesses and properly place him in the appropriate skill book 
for remediation. 

caution 

Not designed for initial instruction in a skill, but 
only for diagnosis or review. 

S. Comprehension Series 

Format 

;Programmed workbook-readers with answers 1n a column 
on each page. · 

Focus 

Comprehension, by means of structured reading wh1cn 
helps the student to understand what he is reading in small 
increments. The student responds to factual questions by 
giving multiple-choice answers at the end of each short 
passage. These passages become increasingly longer through­
out the s.eries. 

Strengths 

1. Relatively high-interest, adult-content :material. 
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2. Well-structured material for student whose prin­
cipal difficulty is lack of comprehension (which may result 
from lack of ability to concentrate, lack of ability to 
remember, lack of ability to draw conclusions or inferences, 
or simply lack of facility with the English language). 
Questions build up from factual detail after single sentences 
to those which ask for main idea and/or iriference after 
several paragraphs. 

J. Self-correction, immediate feedback. 
4. Very little instruction necessary. 

Weaknesses 

1. Answers too readily visible, difficult not to 
inadvertently obtain answer prior to writing it. 

2. Content too American-oriented. 
J. Limited range, highest levels too easy for many 

students who need to continue reading increasingly difticult 
passages while improving their word analysis skills. 

Suggested Uses 

1. Independent work for students who need to improve 
comprehension, 

2. Independent work for students for whom English is 
a second language. 

Cautions 

1. Primarily designed for comprehension problems. 
2. Series extremely simple. Books may rapidly become 

too easy as the student catches on. Some of the books in 
the series should probably be skipped, unless the studeht 
particularly enjoys them. 

The New Streamlined English Series 

Overview of the System 

The New Streamlined English Series consists of two 
parts, 

Part 1. Five Skill Books--Grades O through 5. A baste 
reading and writing course tor adults. Each book has a cor­
related reader which reinforces the work done in the Skill 
Books and encourages independent reading based on adult 
interest and experience. 
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Part 2. Everzda~ Reading and Wr1t1ng--Grades 6 and 7. 
Designed for students w o have mastt:ered the mechanics of 
reading. 

Analysis of the System 
I 

l. Five Skill Books 

Format 

Text-workbooks which use pictures with superimposed 
letter$ to associate sound ,with sight. Key words illustra­
ting each sound are presented in chart form. The chart is 
followed by a story u•ing the words in context. 

Pocus 

Basie reading skills 1 including phon1es, structural 
analysis, comprehension. and vocabulary development. 

Strengths 

1. 
analysis, 
spelling. 

2. 
J. 

mechanics 

Covers all skills of literacy, phonics, structuml 
reading comprehension, vocabulary. writing. and 

Designed specifically for adults. 
Correlated readers allow student to practice 

learned in Skill B~ok§. 

Wealmesses 

1. Stories in Skill Books somewhat dull for adults • . 
2. No provision for self-correction without reference 

to teacher's manual. 

Suggested Uses 

1. Introduction of a new skill to a small group, who 
can then finish appropriate pages at the1r own pace. 

2. Remedial work for those students who h&Ye large 
sight vocabulary but cannot decode new words. 

2. Everyday Read1ng and Writing 

Format 

Contains fourteen units, each structured around a 
major subject area. Each lesson provides bo~h information 
and re1nforcem,nt in review exercises and homework. 
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Focus 

Skills needed tor read1ng newspapers, maps, signs, 
1nstruct1ons, important paperss' writing skills. 

Strength 

Interest1ng and useful material for adults. 

Suggested Uses 

1. Independent wo~k for students who have mastered 
the mechanics of reading. 

2. Group work 1n specific subject areas. 

Programmed Reading for Adults 

overview of the System 

This series contains eight programmed texts accom­
panied by placement and achievement tests, a sound-symbol 
booklet, alphabet and word cards. No grade levels are 
spec1f1ed by the author. Those indicated are based on the 
experience of the research team. 

1. The Letters of the Alphabet--levels 0-1 
2. The Sounds of the Letters--levels 0~2 
J. From Words to Sentences--levels 0-2 
4. Sentence Read1ng--levels 2-4 
5. Paragraph Read1ng--levels 4-6 
6. Consecutive Paragraphs--levels 4-6 
?. Content Analys1s--1evels 4-6 
8. Functional Read.ing--levels 4-6 

Analysis of the System 

Format 

Programmed instruction. Books 1 and 2 are teacher­
directed. In Books J-8, the teacher continues to work 
through the first four pages with the students. After that, 
each student works independently at his own speed. Every 
unit of twenty-four pages concludes w1th a test. If the 
student passes these tests, he goes on ~o the next unit in 
the book. If he does not, he repeats the unit. When a 
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student completes a book, he takes an exam. It he passes it, 
he goes on to the next book. If he fails it, he repeats 
the book. 

Focus 

Phonetic and structural analysis, vocabulary develop­
ment, comprehension of simple and complex sentences and 
paragraphs, sequencing and comprehension of consecutive 
paragraphs, analysis. comprehen$1on, interpretation, recall, 
and drawing conclusions from stories. 

Strengths 

1. Well sequenced. 
2. Immediate feedback. 
J. ~cellent teacher's manual containing general 

descriptions of the content of each book, a page-by-page 
vocabulary list and sound-symbol progression, instructions 
f.or student placement, and supplementary exercises to 
accompany each unit of ~tudy. 

Weaknesses 

1. Answers too readily visibles difficult not to 
inadvertently obtain answer prior to writing it. · 

2. Repetitious, if a student fails a test or exam, 
he has to repeat the same material. This would seem to 
defeat the purpose of the tormat--immediate feedback and 
suecess--and might give the student a sense of failure. 

J. Stories dull, childish, and meaningless to adults. 

Sugges-teti. Uses 

1. Books land 21 Group work with adults who need 
a great deal of te·acher assistance. 

2. Books J-81 Independent work for students who 
prefer to or are able to work on their _own. 

J. Development of phonetic skills at all levels. 

Cautions 

Books 1-41 Phonetic skills presented in isolated words 
and sentences. It could be argued that presenting regular 
phonetic elements 1n word and sentence patterns facilitates 
internal1zat1on of these ak1lla. Indeed, the rep&t1t1ve 
nature of such a technique 1s beneficial to adults who have 
a retention problem. However, the purpose of such a format 
should be pointed out to adults 1n order that .they not be 
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frustrated by the apparent meaninglessness of some of the 
material. They must be convinced that mechanics, as dull 
as they are, are eaaent1al to learning to read. 

Reader's Digest 

overview of the System 

The Reader's Digest 'Educational Div1s1on puts out 
an enormous number ot educational tools including various 
sets of skill-building readers, audio lessons, anthologies-­
even atlases and globes. Probably very few schools would 
ever use allot their offerings. The following will be 
analyzed 1n detail below, 

1. Read1nG Sk111 Builders (Or1~1nal Series)--
level.s 1-8 ··· -

2. New Read.inf Skill Builders--levels 1-6 
J. Reading Sk 11 Practice Pads--levels l-61 may be 

used independently or in conjunction with Reading Skill 
Builders 

4. Audio Lessons--levels 1-6, readings from New 
Reading Skill Builders -

3. Beadings--designed for adults learning English 
as a second language 

6. Adult Interest Readers--levels 1-4 
7. Science Readers--levels J-6 

A master manual contalning ·1nstructions tor using these 
various series is available. 

.Analysis of the System 

1. Reading Skill Builders (Original Series) 

Format 

Soft-cover, digest-size, color-illustrated readers. 
Most selections are followed by a variety of exercises. 

Pocus 

Comprehension and interpretation, word study, study 
skills, crit1oal and creative reading. These skills are 
reintroduced with increasing complexity throughout the 
series. 

Ii I 
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S.t.rength 

Content varied and interesting. 

Wealmesses 

l. Somewhat dated. This Original Series came out 
in 1958-60 and haa not been reedited. 

2. Selections at levels 1 through J too childisha 
main characters are children. The exercises, too, focus 
on thinking skills n~eded to be developed by children, but 
not by adults • . The selections at levels 4 through a· are 
not too childish, although some ot the exercises are. 

J. Material at levels 5 through 8 somewhat oriented 
toward American biography and historys not appropriate for 
Canadian students. 

Suggested Uses 

1. Independent readers, particularly for those 
students who can read at the fourth level and beyond. · 

2. Source of readings appropriate for small-group 
situation, followed by discussion or skill work. 

J. Source of types of exercises teacher may adapt. 

Cautions 

l. Books most valuable Just as readers. Student 
should not be forced to do exercises unless he wishes to 
do them. 

2. Books most valuable as leisure reading. Student 
should be encouraged to be selective. He should be guided 
to a suitable level, which may be either higher or lower 
than his instructional level, , depending on whether he 
prefers challenge or security. 

2. New Rea.ding Skill Builders 

Format 

Soft-cover, digest-•size, color-illustrated readers. 
Most selections are follo11red by a variety of exercises. 

Focus 

Comprehension and interpretations word-studys study 
skills I critical and creat;ive reading. These skills are 
reintroduced with inoreas1.ng complex1 ty throughout the 
series. 
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Strengths 

l. Content varied and 1nterest1ng, 
2, 1969 edition1 much more current articles than 

1n Original Series, more science, more factual material, 
much less ch1ld1ah content. 

J. Canadian ed1t1on, content much more 1nternat1onal 
than 1n Original Series. The American focus has been 
dropped, but it has not been replaced by a Canadian focus. 

Weakness 

Levell and 1+ books too childish for adults. While 
many of the exercises are good, there are childish ones 
throughout the series. 

Suggested Uses 

1. Independent readers, particularly for those 
students who can read at the second level and beyond. 

2. Source of readings appropriate for small-group 
situation, followed by discussion or skill work. 

J. Source of types of exercises which teacher may 
adapt. 

Cautions 

1. Books most valuable just as readers, Student 
should not be forced to do exercises unless he wishes to 
do them. 

2 , Books most valuable as leisure reading. Student 
should be encouraged to be selective. He should be guided 
to a suitable level, which may be either higher or lower 
than his instructional level, depending on whether he prefers 
challenge or security. 

J. Reading Skill Practice Pads 

Format 

Workbooks, with separate teacher's edition answer 
keys. Intended to supplement Reading Skill Builders. 

Focus 

Phonetic and structural analysis, vocabulary skills; 
comprehension, interpretation, study skills, some critical 
reading. 
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Strengths 

1. Well sequenced1 key skil,ls reintroduced with 
increasing complexity. 

2. Good variety of exercises and skills presented. 
J. Workbooks edited fer Canadian schools, content 

not overwhelmingly American, nor too aggressively Canadian. 
4. Annotations 1n teacher's editions helpful. 

Weakness · 

First three workbooks (1-J) child-oriented; advanced 
workbooks, however, are not. 

Suggested Uses 

1. Source of supplementary materials from which 
teacher may select in plamntng lessons. 

2. Workbooks fQr individuals in need of a particular 
skill practice, which the teacher selects. 

Caution 

Workbooks are designed for children going through 
school at a leisurely pace. Material should be selected. 

4. Audio Lessons 

Format 

Cassette tapes ot stories selected from New Reading 
Skill Builder series. Two stories from each books a total 
of four stories for each level from l through 6. 

Focus 

Aural comprehension, reinforcement of reading skills 
of comprehension and interpretation, improvement of oral 
reading. Each lesson emphasizes a particular reading or 
listening skill. 

Strengths 

1. Good sound reproduction and reading. 
2. Clear instructions, a minimum of teacher time 

required. 
J. Answers to questions given along with explanations 

of why they are the best choice. 
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Weaknesses 

1. Selections from levels 1 and 2 childish1 readings 
interrupted w1th child-oriented "thought" questions. 

2. Although selections from J through 6 not particular­
ly childish, many of the skill questions not appropriate for 
adults as. they involve concepts which most adults have 
mastered regardless of whether or not they are literate. 

Suggested Uses 

1. 
2. 

student to 
level. 

J. 
English 1s 

4. 
trat1ng. 

Independent oral reading practice. 
Vocabulary development by means of enabling a 
decipher a story somewhat above his instructional 

Independent work for those students for whom 
a second language. 
A1d for those students who have trouble coneen-

Caution 

Child-oriented skill questions, students should be 
advised to ignore them. 

5. Readings 

Format 

Soft-cover, digest-size, color-illustrated readers. 
Most selections are followed by a variety of exercises. 

Focus 

English as a second language. Emphasizes vocabulary 
development and comprehension. 

Strengths 

1. Content adult and interesting. 
2. Questions and exercises varied and interesting. 

Weakness 

No teacher's editions or answer keys. 

Suggested Uses 

1. Independent readers, particularly for those students 
who can read at the third level and beyond. 

11 

I 
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2. Source of re.dings appropriate for small-group 
situation, followed by discussion or skill work. 

3. Source of types ot exercises teacher may adapt. 

Cautions 

1. Books most valuable just as readers. These 
readings and exero1ses are designed for people for whom 
English is a second language, and therefore many of the 
vocabulary exercises are unnecessary for native speakers 
of English. 

2. Books most valuable as leisure reading. Student 
should be encouraged to be selective. He should be guided 
to a suitable level, which may be either higher or lower 
than his instructional level, depending on whether he 
prefers challenge or security. 

6. Adult-Interest Readers 

Format 

Small (thirty-two pages each) soft-cover, d1gest­
s1ze, color-1llustrated readers, with a variety of exercises 
with answers at the back of the book. 

Focus 

Comprehension, vocabulary buildings word attack skills. 

Strengths 

1. Content adult and interesting. 
2. Questions and exercises varied and interesting. 
J. Answers included in each book. 

Suggested Uses 

l. Independent readers, particularly for those 
students who can read at the second level and beyond. 

2. Source of readings appropriate for small-group 
situation, followed by discussion or skill work. 

J. Source of types of exercises teacher may adapt. 

Cautions 

1. Books most valuable just as readers. Student 
should not be forced to do exercises unless he wishes to. 

2. Books most valuable as leisure reading. Student 
should be encouraged to be selective. He should be guided 
to a suitable level, which may be higher or lower than his 
instructional level, depending on whether he prefers challenge 
or security. 
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7. Science Readers 

Format 

Soft-cover, digest-size readers, illustrated with 
diagrams, drawings, and photographs. 

Focus 

Concepts ot science. Each book is organized ar~und 
four major areas, the earth, living things, matter and 
energy, and astronomy and space. 

Strengths 

1. High-interest material, valuable for teaching 
scientific concepts. 

2. Further readings on same subject suggested after 
many articles. 

Weakness 

Many suggested activities child-oriented. 

Suggested Uses 

1. 
interested 
or beyond. 

2. 
situation, 

Independent readers tor those students who are 
in science and who can read at the third level 

Source of readings appropriate for small group 
fellowed by discussion or skill work. 

Caution 

Readers not designed to be used for purposes of 
reading instruction per se. 

Reading for Concepts 

overview ot the System 

The basic premise of the design of the Reading for 
Concepts series is that reading should not· be taught 1n 
fragmented pieces, and that information derived from 
reading should relate to large ideas. Almost all of the 
readings are tactual, organized into groups of concepts 
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ranging from simple to complex, from concrete to abstract, 
from 1mmed1ate to expanded. The material 1s drawn from the 
academic disciplines or anthropology, art, biology, earth 
science, ecology, economics, engineering·, geography, history, 
mathematics, political science, sociology, and space. 
Although the series 1s designed for children, it is not at 
all childish and has proven to be very valuable for disadvan­
taged adults, most of whom lack general lmowledge. The 
eight books 1n the series, lettered from A to a, encompass 
grade levels 1.9 to 6.4. 

Analysis of the System 

Format 

Soft.,.cover, illustrated readers, each contain1~g .. 
seventy-two to eighty articles arranged around two, three, 
or four major concepts. Each article 1s contained on 
one page, with a facing page of from seven to , ft1he questions. 

Focus 

Development of conceptual thinking, comprehension 
skills, accuracy and discrimination. 

Strengths 

1. Extremely well organized, high-interest material. 
2. Consistent, recurring pattern of questions after 

each selection, making continual direction by a teacher 
unnecessary. 

J. Well designed and searching questions ·requiring 
thought rather than rote answers. 

Suggested Uses 

1. Independent readers for those students ~ho can 
read at the second level and beyond. 

2. Small-group work. The material lends itself to 
1nterest1ng discussion. The questions are thought-provoking 
and often lead to lively and valuable debate. 

Cautions 

1. Some teacher guidance necessary even if used as 
independent readers. The student may need help 1n under­
standing his mistakes. 

2. Many questions difficult. If used for group 
work, the easier questions should be selected for the 
poorer students, leaving the questions requ1ring some 
complexity of thought for the more able students. 

Jl 



141 

Reading Laboratories Series (SRA) 

overview of the System 

The Science Research Assoc1atea {SRA) Laboratories 
constitute a twelve-year developmental reading instruction 
program extending from grade levels l through 14. Each 
SRA Laboratory contains a finely divided continuum of 
readings and word-study skills, exercises appropriate for 
students of a wide range of abilities. The kits with 
their grade-level ranges are as follows, 

1. 
2. 
3. 
4. 
5. 
6. 
7. 
8, 
9. 

SRA . I (Word Games)--levels 1-J 
Ia--levels 1-J 
Ib--levels 1-4 
Ic--levels 1-5 
IIa--levels 2-7 
IIb--levels J-8 
Ilc--levels 4-9 
IIIa--levels .'.3-12 
IIIb--levels 5-12 

(There 1s also a college preparatory edition available, 
SRA !Va, grade levels 8-14.) 

Analysis of the System 

l. SRA I (Word Games) 

Format 

Kit or forty-four games using illustrated cards to 
teach word-attack skills. The kit also contains a Phonics 
Survey for diagnosis and a set of Check Tests accompanying 
each of the games. 

Focus 

Phonetic and structural analysis skills. 

Strengths 

1, Well structured and sequenced. 
2. Useful for variety, 

Weaknesses 

1. Too child-oriented, Although adults like games, 
they are not usually fascinated by this one. 

2. cumbersome. F.ach of the forty-four sets of 
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cards is contained in a separate little envelope which 1s 
filed in a big bale. The cards can all too easily get lost, 
placed in the wrong ,envelope, or filed incorrectly. 

Suggested Uses 

1. Variety for those students at the lower levels 
who are having difficulty mastering word~attack skills. 

2. Phonics Survey and Check Tests1 progress checks 
for students at· all levels. 

Cautions 

1. Mastery of skill to be checked necessary before 
using Check Test. The tests are so simple that they give 
opportunity for great reinforcement, provided the student 
has learned the skill. 

2. Games easily misused. If individual students 
or groups of students use the games without a teacher, 
they should be guided at first. 

J. Games eas1ly misplaced. Students should be 
taught to retum the games to their proper envelopes. 

2. SRA Ia 1 Ib 1 le 

Format 

Kits (one for each, Ia, lb, Ic) consisting of a 
multilevel series of readings and exercises (Reading Power 
Builders), eaoh on a• separate card, separate answer card.as 
student answer sheets, student record books. This series 
also includes a Listening Skill Builder program which 1s 
designed to be administered by a teacher~ 

Focus 

Reading Power Builders, Reading comprehension, 
phonetic and structural analysis skills, vocabulary · 
building. 

Listening Skill Bu1lders1 Concentration, compre­
hension, recall, sense of time sequence. 

Strengths 

1. Reader Power Builders, finely divided continuum 
of readiness and skill developments enables the student to 
progress 1n small, logical steps from relatively easy to 
relatively d1ff1cult skills. 
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2. Reading Power Builders, self-correction, 
immediate feedback. 

J. Reading Power Builders, very little teacher 
assistance necessary . 

Weaknesses 

1. Reading Power Builders, somewhat child-oriented, 
although not so much as to be invalid for adults. 

2. Listening Skill Builders, fables and fairy 
stories, definitely too child-oriented tor most adults to 
listen to with interest. 

Suggested Uses 

1. Reading Power Builders, independent work for 
students at levels 1-3. 

2. Listening Skill Builders, material for cassette 
tapes. which can be made to release teacher time. 

3. Listening Skill Builders• independent work for 
those students who have difficulty concentrating. 

4. Listening Skill Builders• independent work for 
students for whom English is a second language. 

Cautions 

1. Reading Power Builders, some teacher assistance 
necessary, a student should always be guided through one or 
two complete lessons. Even though the lessons are largely 
self- instructional, a student should not be left to progress 
entirely on his own. Not only does he need to know that 
the teacher is interested in his progress, he also needs 
help occasionally and advice as to whether to skip a level. 

2. Slow start advisable. A student should be 
started at a slightly lower level than he seems capable of. 
After he catches on, he can be skipped ahead. This is 
psychologically better than starting him too high and then 
having to drop him back. 

J. Limited amount of •terial. Good as it 1s, 1t 
should not be used exclusively. The end result would 
inevitably be a student's exhausting all the material at one 
level and yet not being ready for the next level. 

J. SRA Ila, IIb, IIc 

Format 

Kits (one for each, IIa, IIb, IIc) consisting of a 
multilevel series ot readings and exercises, each on a 
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separate card. There are two types of readings, Power 
Bu1lders and Rate Bu1lders, with separate answer cards and 
student record books. 

-Focus 

Power Builders, Read1ng range and comprehension, 
word and ~entence analysis, vocabulary building. 

Rate Bu1ldersa Promotion of rap1d, intensive and 
efficient reading through the use of (three-minute) timed 
readings followed by a comprehension check. 

Strengths 

1. F1nely .. div1ded continuum of readings and skill 
developments enables the student to progress 1n small, 
logical steps from relatively easy to relatively difficult 
skills. 

2. 

l: 
Self-correct1on, 1mmed1ate feedback. 
Mater1al interesting to adults. 
Power Builders, very little teacher ass1stance 

necessary. 

Suggested Uses 

1. Power Builders, independent work for students 
at levels 2-4. 

2. Rate Builders, 1n a group situation once or 
twice a week with a teacher to establish the correct level 
at which each student should read and to time the readings. 
The manual oalls for a constant three minutes, but if that 
proves too brief at first, it can be extended to three and 
a half or four minutes and then gradually moved up to 
three minutes. Three readings should be given at each 
session, the first being a warm-up. 

J. Group works certain of the exercises, particular­
ly those of vocabulary building--getting meaning from 
oontext--can be used as a class activity, each student 
working at his own level, but tocuslng on this particular 
type of problem. 

Caution's 

1. Power Builders, some teacher assistance necessary, 
a student should always be guided through one or two complete 
lessons. Even though the lessons are largely self-instruc­
tional, a student should not be left to progress entirely 
on his own. Not only does he need to know that the teacher 
is interested in his progress, he also needs help occasionally 
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and advice as to whether to skip a level. 
2. Slow start advisable. A student should be 

started at a slightly lower level than he seems to be 
capable of. After •he catches on, he can be skipped ahead. 
This 1s psychologically be·tt.er than starting him too high 
and then having t ·o drop him back. · , 

J. Limited amount of material. Good as it is, 
it should not be used exclusively. The result would 
inevitably be a student's exhausting all the material at 
one level and yet not being ~eady for the next level. 

4. Rate Builders, time pressure difficult for some 
students. In a grc,up s1tuatton, each student -should be 
given a reading at a low enough level so that he can 
succeed, moving higher as he gains confidence and facility. 
If a student cannot seem to succeed under time pressure, 
1t can be suggested that he might like to try Rate Builders 
on h1s own, timing with a stop-watch. Often 1t is merely 
competition with the group which holds a student baok, 

5. Content ·or kits child-oriented. Because the 
content of Kits Illa and bare more adult, it may be wise 
to shift to Illa orb once the student's reading level is 
sufficiently h~gh to cope with it (level 3 or a~ove). 

4. ·sJIA Illa, IIIb 

Format 

Klts (one for each1 IIIa and IIIb) consisting of 
a mult1.lavel.. series of readings and exercises, each ·on a 
separate card • . There are two types of readings, Power 
Builders and Rate Builders~ with separate answer cards 
and student record books. · 

Pocus 

Power .Builders, Reading range and comprehension, 
word and sentence analysis, vocabulary building. 

Bate Builders, Promotion -of rapid, intensive and 
efficient reading through the use ot (three-minute) timed 
readings followed by a comprehension check. 

Strengths 

1. Pinely ' div1ded continuum ot reading and skill 
developments enables the student to progress in small, 
logical steps from relatively easy to relatively difficult 
skills. 

2. Self-correcting1 immediate feedback. · 

l 
~ 
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J. 
4. 

necessary. 

Material interesting to adults. 
Power Builders, very little teacher assistance 

Suggested Uses 

1. Power Builders, independent work for students 
at :ievels 2-4. 

2. Rate Builders, in a group situation once or 
twice a week With a teacher to establish the correct level 
at which each student should read and to time the readings. 
The manual calls for a constant three minutes, but if that 
proves too brief at first, it can be extended to three and 
a half or four minutes and then gradually moved up to three 
minutes. Three readings should be given at each session, 
the first being a warm-up. 

J. Group work. Certain of the exercises, particular­
ly those of vocabulary building--gett1ng meaning from con­
text--can be used as a c1ass activity, each student working 
at h1s own level, but focusing on this particular type of 
problem. 

Cautions 

1. Power Builders, some teacher assistance neces­
sary, a student should always be guided through one or two 
complete lessons. Even thougn the lessons are largely 
self-instructional, a student should not be left to progress 
entirely on his own. Not only does he need to lmow that 
the teacher 1s interested in his progress, he also needs 
help occasionally and advice as to whether to skip a level. 

2. Slow start advisable. A student should be 
started at a slightly lower level than he seems to be 
capable of. After he catches on, he can be skipped ahead. 
This 1s psycholog1cally better than starting h1m too high 
and then having to drop h1m back. 

J. Limited amount of :material. Good as it 1s, 1t 
should not be used exclusively. The result would inevitably 
be a student's exhausting all the material at one level and 
yet not being ready tor the next level. 

4. Rate Bu1ldersa time pressure difficult for some 
students. In a group situation, each student should be 
given a reading at a low enough level so that he can suc­
ceed, mov1ng ' h1gher as he gains confidence and facility. 
If a student cannot seem to succeed under time pressure, 
1t can be suggested that he might like to try Rate Builders 
on h1s own, timing with a stop-watch. Often it ia merely 
competition with the group which holds a student back. 
If an SRA Ila, b, or c k1t is available, 1t 1s ofte~ useful 
to use Rate Builders from this kit for those students who 
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are having difficulty completing the readings within the 
prescribed three minutes, while others 1n the class can be 
using Rate Builders from tfae Illa orb kit. 

System for Success, Book 1 

Overview of the System 

Sistem for Success, Book 1 is designed to help the 
adult 11 iterate learn to read and write and to perform the 
four b~sic ar1thmet1c operations. The book is divided into 
three sections, phon.ics chart, arithmetic lessons, and 
English lessons. An instructor's book contains valuable 
information on the use ot these sections as a continuous 
and integrated program that will simultaneously build skill 
1n reading, writing, spelling, computation, and English 
to the grade 5 or 6 level. This book 1s designed for teachers 
to use w1th a group. 

Although the arithmetic se.c.t.1on 1s not analyzed here, 
computational skills are. a valuable part of any adult 
literacy program. 

Analysis ot the System 

Format 

Phonics section, text conta1n1ng chart:s and readings, 
but no written exercises. 

Handwriting charts, arithmetic and English sections, 
workbook form, with spaces for written exercises • . Instructor's 
book sequences the lessons, interspersing them with spelling 
exercises to be used after various phonics charts. 

Focus 

Phonics section, phonetic and structural analysis 
by means of word faJDil1es. 

Handwriting charts, formation of both manuscript 
and cursive letters. 

Arithmet1c section, addition, subtraction, mult1pl1-
oat1on (up to 3 d1g1ts), d1v1s1on (up to d1v1ding 4 d1g1ts 
by 2 d1g1ta). Includes word problems. 

English section, use of capitals, periods, and 
commas, sentence eomplet1on1 letter wr1t1ngs application 
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form completion. 

Strengths 

1. Phonetic (and orthographic) families well defined. 
2. Readings following each phonics chart better than 

1n many phonics books. That is, every effort is made to 
provide a definite context, not just mearrlngless sentences 1n 
isolation. 

J. Suggestions in instructor's book work well. 

Weakness · 

Not enough material in any of the sections to 
builds whole program, despite author's claim. 

Suggested Uses 

1, Phonics sections small-group work. It is not 
designed for 1ndependent work, 

. 2, Phonics charts, excellent source of phonetic 
fsm111es for teacher to use in preparing aaterials • 

J. Hand.writing charts, independent work for student 
who needs to practise forming letters, 

4. Arithmetic and En~l1sh sections, source of 
materials which. teacher may adapt. 

Cautions 

1, Not designed for independent work, 
2. Limited materials needs a great deal of supplemen­

tation, particularly the English section. 
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THE ADULT BASIC EDUCATION TEACHER: 

A MODEL FOR THE ANALYSIS OF TRAINING 



THE ADULT BASIC EDUCATION TEACHER 

A MODEL POI JOENTIFYINC THE KNOWLtjDCE 1 SKIUS I ANO AnITIIDES 

WICK TIIE ADULT IASI('. EDUCATION T!ACHEl SHOULD PO~S£5S 

!,NCWLEDCE .!lli!& 

Subject Matter 

Content 

~ 
Identify the characteri• Uca of 
Heh 1ubj1tct. 
Identify aajor topic• to be dealt . 
with in each aubject. 
Oraaniae topic• in loaicat ••queoce 
and, where poaaible, ahov relation-
1hip1 aaona the•. 

Methodoloay SH "L11n1lna Procau," belov, 

f Stud•nt 

Phyaioloaical ~ Deter• ina 1nd1v1dual phy• ical 
~dlfferencu, 

Deter• 1n• 111n• ~f phy1ical 
decline, includtna aenaory 
deterioration. 

P1ycholo11cal ~ Seek rea•ona for lov Hlf-
"'- conceptl of indivldual 1tudeot1. 

la1aa their aelf-concept •, in 
order to i• prove • otivation. 

Soc1oloa1cal~An•lyae 1oc1o-econo• 1c influence• 
upon the llvea of individual 
atudanu. 
Aaalyae the 1nfluencaa of aub­
culturea with value• and • ode• of 
c-1cat1on different froa 
thole of the do• inant 1ocl1ty. 

I.urning Procau 

Adult Learnlna 
Principle, 

PrOCIH 

' 

Find vaya to • aka aubject utter 
relevant to etudanta. 
Proceed frot1 the knovn to th• 
unknovn • 
Nova carefully froe ai• ple id••• 
to aore coaplea one•• 
Support ab1tr1ct id••• or 
1eneral1ut1on1 vith fecu; 
Plan for active participation by 
individuall. 
Allov ti• e for 1tud1nt1 to 111i• ilat 
taforaatton. 
Have atudenta apply i-diately 
vll·at they have lHrnad, verbaUatna 
.St in order .to retain 1t. 

e1nforca learn1na, aaktq 
1tudent1 avare of their pro1r111. 

Develop I clt•ata that will 1• -
cour11e atudanta to participate 
ectivaly in the l11rnin1 proc•••• 
Diaano•• l11rnin1 probl-, with 
apecial attention to phy1iolo1i• 
cal, p1ycholo1ical, and 1ocio­
loaic1l diff1rence1 that • ay 
affect • otivation, 
Help 1tud1nt1 ••t attainable, 
• 111urabl1 obj1ctiv11, 11pr1111d 
in bah1vior1l ter• a and ba,ed on 
their needa. 
Develop • ateriala and utlliae • 
variety of technique• and device• 
appropriate to aubject • attar. 
lan activltiea that brinl ra­

aourcu of co•• unity to bur on 
naeda of 1tudent1, 
&valuete 1tudent1, aelf, and 
proar- on b11ta of objective• 
11t and on pre-111e1111ent of 
• tudenu. 

AfflTUDES 

Enthu1i11• for 1ubj1ct 
utter, expreaaed by 
1hovin1 atudenta that 
• at1trial haa value for 
theM , 
Ea1erne11 to keep up to 
date on nav developc,ent• 
lo aubject ar•••• 

r.pathy vlth 1tud1nta, 
includlna patience with 
their proble•• and 
raapact for thelr value 
•Y•t•• and their IIOdll 
of co•unication. 

Capacity to ba cltallenaad 
by naeda of 1tucl1nt1. 

Poaitive d111r• to 
1• 1i1t th1• to -••­
DIV role• in aociety. 

Conviction that adult• 
are capable of learaina, 
provided attaotion 11 
&1Yell to their peculiar 
needa, u dhtinct frOII 
tho•• of chlldrea. 

Diapoattion t• c~ana• 
direction in r11pon11 
to chanai .. ...,, of 
atudeota. 

lnt1r11t ifl centtnuina 
ihla aducatl .. , i.e., 
!uepinc up 10 data with 
- theorl•• and prectic11 
includi111 1echnoloaic1l 
deve lopae" 1 • • 

illinan••• to teat nav 
theorie1 and practical 
1tb 1tudeau. 
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CONSTRLCT LI STS 
ALPHABET ICA LLY 
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D 

op 
I ____ _ I 
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CONSTRUCT LI STS COMPLETE 
CHRONOLOGICALLY FORMS 

·------- . 
LEGEND 

l . Each definition in the block is prefaced 
with "The individual ITIJSt be able to 0

• 

2. Path of achievement (and level of difficulty) 
are generally \nd\cated by bottom to top 
progression culm\nat\ng \n functional 
literacy . 

3. Masked •rea designates major division ,ind 
components of baste literacy . Blocks outside 
masked area are individual skills which 
collectively enable functioning in components 
~nd dtvtstons . 

4. Denotes that C is a subskill of Band 
achievement in tnis ski 11 is directly re­
lated (a prerequisite) to achie vement in A. 

5. Denotes that both F and G are subskills of A. 
Achi~vement in G is preferable before 
achievement i n F. 

6. Uenotes that tl and E are both component parts 
of A and are also subskills of A. Acntevement 
in E wou l d be preferable before attempting D. 

7. Indicates H, I. J are considered to be 
approximately on the same di fficulty and 
development level. 

8. Indicates achievement in L is not directly 
related to, but may be useful in achieving in ,K. 
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APPENDIX E 

AN ENUMERATION OF THE SKILLS INVOLVED IN LITERACY 



il EmnlERATIOH OF TBB $][ILLS I!IVOLVED II LITER.ACY 

I. PHONETIC ANALYSIS 

A. Auditory perception and discrimination 
B. - Visual perceptio~ and discrimination 
c. 

D. 

Letters 
1. Perceive and discriminate letters 
2. Recognize alphabetical order 

Association of sounds and letters 
1. Sound out initial consonants • 
2. Sound out final consonants 
3. Sound out short vowels 
4. Sound out final consonant clusters 
5. Sound out initial consonant blends, 

6. 
7. 
8. 

9. 
10. 
11. 

digraphs 
So~nd out "r" - controlled 
Sound out long vowels with 
Sound out long vowel• with 

together . 
Sound out diphthongs 
Sound out double · •00 11 

vowels 
final "e" 
two vowels 

Recognize variant spelling• of vowel 
soupda & variant st>unds of vowel 
spellings · 

12. Distinguish between the two sounds of "y" 

13. 
14. 
15. 

as a final letter 
Recognize variant sounds of some consonants 
Recognize variant spellings of consonant sounds 
Recognize and apply principles of silent consonants 

fl. STRUCTURAL ANALYSIS 

•• Identify coq,ound words & specify elements 
,. Recogni~e plural forms 
c. Verb forms: 

1. Recognize root words with "s", "ed"; "ing" endings 
· •i. Recognize irregular past tense forms 

D. Recognize "er" & "est" adjective _& adverb endings 
1. Recognize root words with "ly" adverb (& adjective} 

endings • . 
F. · rdentify contractions 
G. Recognize possessives with 's & s' 
H. Recognize prefixes & suffixes 
I, Divide words into syllables & sound out 

,164 



155 

III. COMPREHENSION 

A. Li stening 

l. Determine own purpose for listening 
2. Listen to selection and recall & relate detail 
3. Detect pattern or seq·uence in presentation of 

ideas 
4. Determine main idea 
5. Anticipate outcome 
6. Recognize cause & effect relationship 
7. Draw conclusions 
8. Make inferences 
9. Summarize by synthesizing main and supporting 

ideas 
10. Distinguish between fact & opinion 

. B. Reading 

1. Word level 

(a) Use context to determine meaning of words 
(b) Select approp~jate meaning for multiple­

meaning words 
2. Sentence level 

(a) Use punctuation marks as ·a guide to meaning 
(b) Determine meaning of sentences 
(c) Recognize and interpret figurative language 

3 . Paragraph level 

(a) Read and recal·l and relate details 
(b) Read for sequence of events 
(c) Determine main idea 
(d) Recognize cause & effect relationships 
(e) Determine supporting ideas in paragraph 

4. Whole selection level 

(a) Determine own purpose for reading 
(b) Read & recall & relate details 
(c) Read for sequence of events 
(d) Determine main idea 
(e) Anticipate outcome 
(f) Recognize cause and effect relationships 
(g) Draw conclusions 
(h) Make inferences 
(i) Summarize by synthesizing main & supporting 

ideas 
(j) Recognize difference between fact, opinion 

and fiction · 
(k) Determine author's purpose · 
(1) Adjust reading rate to level of difficulty 

and purpose 
(m) Read with 70-801 comprehension at 175 words 

per minute 
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IV. VOCABULJ\RY 

A. Identify basic vocabulary (from specified list.s) 

B. Develop vocabulary (for both immediate recognition 
and meaning) 

c. Use context to establish situational meaning of 
new words 

D. Recognize homonyms 
E. Recognize synonyms & antonyms 

F. P~cognize and interpret direction, warning and 
hazard words and symbols 

G. Interpret common abbreviations 

H. Use dictionary to find meaning of new words 

V. USE REFERENCE MATERIALS 

A. Become familiar with common sources of info~mation 
1. Menus 
2. Telephone book (with yellow pages) 
3. Dictionaries 
4 . Newspapers 
5. Magazines 
6. Specialists & agencies 
7. Maps (and Atlas) 
8. Encyclopedias 
9. Timetables & schedules 

10. Library 

B. Learn how to locate information in books generally 

1. 

2. 
3. 
4. 

,... Use I.. • 

1. 
2. 
3. 
4. 
5. 

Use .table of contents 
(a) to gain familiarity with book 
(b) to find specific sections or chapters 

Use index to locate information 
Isolate information needed 
Skim for specific information 

dictionaries 

Note and use alphabetical order 
Use guide words as an aid in finding words 
Use entry words and illustrations to find meaning 
Use diacritical marks for pronunciation 
Use dictionary to check spellin~ 



167 

D. Use_~dps (& atlas) 

1. Select appropriate map 
2. Refld and use captions, ke) i- and legends on map 
3 . u~e maps to locate places 
4. Use maps to determine dist.:ince & cii rection 
5. Use maps to develop spatial relationships 

E. Use encyclopedias 

1. Become familiar with the format of various encyclopedias 
2. Use guide letters and/or index volume to select appro­

priate volume 
3. Isolate information needed 
4. Us e index to locate specific information regarding sub­

topics 
5. Use topical headings to locate topic 

F. Determine values in graphs 

l. Interpret bar graphs 
2. Interpret line graphs 
3. Interpret circle graphs 
4. Interpret pictorial graphs 

G. Interpret schedules & timetables 

H. Interpret charts and diagrams 

I. Use library 

1. Use author, title and subject cards 
2. Find fiction books as alphabetized by author's name 
3. Make (broad) use of Dewey Decimal system to locate 

books on shelf 

VI. WRITING & SPELLING 

A. Word level 

1. Print upper case letters 
2. Print lower case letters 
3. Write upper case letters 
4. Write lower case letters 
5. Write (or print) words as units 
6. Write (or Print) words in sequence 
7. Write most common personally used words 
8. Write plural forms · 
9. Apply verb endings 

10. Apply rule for doubling final consonant before adding 
inflectional endings 

11. Apply rule for dropping final ~e" before adding in­
flectional endings 
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12. Apply rule for changing "y" to 11 i" before adding 
inflectional endings 

13. Apply "er", "est" adjective (& adverb) endings 
14. Apply "ly" adverb endings 
15. Apply irregular spellings 
16. Apply correct spelling of homonyms 
17. Write commonly misspelled words 
18. Apply apostrophe for contractions and possessives 

B. Sentence level 

1. Capitalize first word of sentence 
2. Write siJll)le sentences 
3. Select & apply end of sentence punctuation 
4. Use commas to separate time, date, place 
5. Use commas to separate words in a series 
6. Use commas to provide clarity 

c . Complete forms 

1. Motel registrations 
2. Checks 
3. Deposit slips 
4. Receipts 
S. Order forms 
6. Sales slips 

• 7. Application for license 
8. Application for jobs 
9. Application for unemployment 

~ • 
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