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What does all of this have to do with the process of

learning to read?" one might ask. One might think of the
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child’s mind as a reservoir of experience and learnings,

most of them unformulated and non-conceptualized at the point

when formal education begins. It is the job of the teacher

to try to assess that background, analyze it and introduce

materials to be learned in a way consonant with each child's

past. This implies an individualized approach to each child,

as well as a diagnostic and prescriptive program.

This is highlighted in a statement by Frank (1966).

"It is probable that increasing attention will be
given to the study of individuality in infants and
in children to supplement the variety of standardized
tests and measurements and age norms. Clearly any
systematic program to foster the health and well
being of infants and children and to help them learn
and achieve the fulfillment of their individual
personalities, must focus upon the individual organism-
personality and provide what will be congenial to,
and effective for, that maturity that is compatible
with and contributory to his individualized needs,
capacities, and latent potentialities."

It is difficult for many teachers, who adhere to the

above notion, of the uniqueness of each individual, and the

necessity of treating each child as a distinct personality,

to be faced with the task of teaching 25 or more children at

a time. How can reading be individualized? If one subscribes

to the theories of child development as exemplified by Piaget

( 1967 ) and Bruner, (i960) (that there are distinct stages of

learning and that each stage builds upon the previous stage)

Erikson (1963) and Frank, (1966) (who feel that the emotional
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well-being of the child in infancy forms the base for each
new stage and that self trust and supported independence

form the basis of a healthy, learning personality) and of

Hunt (1961), (who states that the problem is of a match be-

tween the child’s present level of learning and his aspira-

tions and potential) it is impossible to view a classroom

of children as just that, a group.

Unfortunately, most young teachers are taught how to

make a group presentation, how to motivate a body of learners,

and how to test and score children on the "curve." Although

many teachers would like to individualize instruction, they

are not given the tools for doing so ... either a child achieves

grade level" or he fails, because he has not come up to the

group norm. Children are placed in "homogeneous" groups on

the basis of group tests, although the "norm" implies that

half of the children will fall above it and half below. Many

young children are lost when it comes to taking a group test,

particularly a "speed" test, where individual idiosyncracy is

ignored. Teachers and administrators recognize individual

differences, but when it comes to testing, placing, and grad-

ing, the child is measured against the group. This is a denial

of child development research findings and philosophy. A

child can only be measured against himself when it comes to

establishing achievement, ability, and progress. Our present

instruments are inexact in measuring what a child can do,

what he knows, and how he should be taught.
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For example, in the now famous Texarkana Project (a

private contract between the Boards of Education of Arkansas

District 7 and the Liberty-Eylau District of Texas and the

Dorsett Educational Systems to operate Rapid Learning Centers

on a guaranteed performance basis to raise achievement levels

in reading and mathematics) the Iowa Tests of Educational

Achievement were used in the spring of 1970 to perform the

"internal evaluation." Although there were apparent gains

among more than two thirds of the students, 32 per cent had

made no progress. Charles J. Donnelly, resident director of

Dorsett Educational systems, points out, in an article by Stanley

Elam in the June 1970 issue of Phi Delta Kappan , (p. 513)

"the unexpected unreliability of Form I of the Iowa tests

(admitted by Houghton Mifflin, the publisher, who pleads that

the tests were never intended to determine whether a contrac-

tor is paid for instruction.) The fact that literally thousands

of children have been tested and "placed" because of the re-

sults of the Iowa Tests is a highly sobering thought. There

is a need for more sensitive instruments, teachers, and ad-

ministrators. The need is particularly acute with the neophyte;

the beginning reader, as well as the beginning teacher.

Reading might be called the harmonious operation of a

complex combination of physiological, experiential, and

emotional states working together in a common, enterprise,

i.e., on a primary level, to recognize and reconstruct grapher.e-

This is not to say that each child is
phoneme correspondence.
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at a similar state of readiness in the three above mentioned
areas. Obviously there are literally hundreds of variations
among children which operate to help or hinder reading ability
But the fact of the matter is that the majority of children

appear to learn to read without too much difficulty by the

time they have reached third grade. It is estimated that

eight to fifteen percent experience some degree of failure

in reading, and perhaps another 25 percent lag behind their

peers. Bond and Tinker (1967, p. 9) state:

Every survey completed at any grade level beyond
the first reveals numerous cases of retarded
readers. The percentage of seriously retarded
readers (one year in the lower grades and two
years or more at the higher levels) range from
about 10 to 25.

Whether this is due to inherent constitutional disability, intel-
lectual variation, or poor teaching, is impossible to assess.

The ease with which most children learn to speak their native

language, complete with correct grammatical structure, syntax,

and phrasing, with no direct teaching on the part of their

parents or contemporaries, should reassure educators that the

logical outgrowth of this, (translation into the written code)

should not be an impossible task. Perhaps if educators could

assume, as parents unconsciously do in language mastery, that

children will naturally bring their cognitive skills to bear

on learning to read in time, some of the present pressure

which both children and teachers feel about the mastery of

reading will wane. Bond and Tinker (1967, p. 23) comment:
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Under favorable circumstances, and provided thatmental growth, emotional adjustment, and physicalstatus are normal, in time, the child not only will
e ready to read but also he will be eager to read.Obviously, there are marked differences in the ratewith which children acquire reading readiness. Afew are ready even before reaching the first grademany are ready soon after beginning the first grade

but a few are not ready until later.

Although the actual skills and abilities involved in reading

are not fully known, they are thought to consist of develop-

mental readiness, i.e., visual, auditory, and muscular

"maturity," social and emotional skills, (the ability to

withstand frustration, participate with a group, follow

c t ions
, listen without becoming distracted) and some con-

ceptual understanding of the material presented (up, down,'

over, behind, fast, slow, stop).

Probably the majority of children in middle class and

upper class America equate going to school with learning to

read. They enter school with interest and high motivation,

sometimes expecting that on the first day they will miraculous-

ly and magically suddenly be able to read. What happens from

that point on is largely up to the school, the system, and the

teacher. Educators such as John Holt (196-4) and George

Dennison ( 1969 ) would blame the children’s failure to achieve

on the school, not the child. The new movement of Community

Schools, the Open Classroom, and the Leicestershire Model are

the result of parent and teacher reaction to the over-crowded,

increasingly computerized approach to mass public education.

Featuring emphasis upon learning centers, humanism in the
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classroom, and alternative routes to learning through

dom of movement, these schools are reminiscent of the

Progressive Movement in education, exemplified in the

ings of John Dewey. The following quotation from the

1970 issue of Saturday Review (p. 77) highlights this

of view, Bonnie Barrett Stretch.

free-

wri t-

June 20,

point

"The longer they've been in public school, and the
worse their experience there is, the longer it
takes for them to settle down, but eventually
they all do", says Bill Kenney, who has taught at
Pinel School in Martinez, California for ten years.
Pinel is an essentially Summerhillian school
where classes in subjects such as reading and
arithmetic are offered, but the children are not
compelled to attend. Based on his experience at
Pinel, Mr. Kenney believes that in a school that
is solidly middle class (italics mine) it can be
expected that any happy, healthy child will eventu-
ally learn to read, write, and do basic arithmetic,
whether or not he is formally taught. The experi-
ence of other middle-class free schools tends to
corroborate this assumption.

But obviously not all children come from a middle class

background. Children bring to their school experience im-

plicit understandings and a frame of reference based upon

their own cultural experiences (poverty or affluence, urban

or rural background, ethnic and racial frameworks of reference).

It is in this latter area that a great deal of national at-

tention has been focused in the last ten years. (Deutsch,

1964; Gray and Klaus, 1963; Reissman, 1962; and Harrington,

1962, to name but a few.) Frost (1968, p. 375) comments:

Any depth understanding of the disadvantaged child

necessarily begins with a realistic recognition of

the prevalent ignorance of level of concept develop-

ment in the pre-school child. Stott and Ball (1965)



state that the assessment of the intellectual
development of first-graders is currently un-
reliable and inconsistent . This lack of under-
standing marks the educational novice as the
great "unknown factor" in education, especially
should be he arrive at school from a disadvantaged
background, the implications of which we are only
beginning to understand ... . The school is in
a state of naive ignorance with no records of
what the incoming child knows; what concepts he
has developed; no understanding of how this child
may perceive the world; and to date no accurate
way of overcoming this institutional stupidity.
On these grounds, teaching begins.

Almost without exception, educators refer to the importance

of auditory and visual perception as the base of reading.

Strang (1968, p. 17) states:

All but a few exceptional children learn to read
by associating the sound of familiar letters
and words with their corresponding written sym-
bol. Consequently, both visual and auditory
acuity are a basis to success in beginning read-
ing.

The recent preoccupation of educators of children who have

learning disabilities has highlighted the functioning of

these senses in the reading process.

A vast new area of experimentation, conjecture, research

and expenditure of Federal Funds (Head Start, Job Corps, EASA

Title III, for example) has grown out of this interest in

children with learning disabilities. In the process, a good

deal more is being learned about how "normal" children learn.

Johnson and Myklebust (1967 3 p. 3) state:

Many years ago educators recognized that integrity
of hearing and vision was essential to normal
learning. As a result, special education was
provided to meet the detrimental effects deriving



from these deficiencies. Gradually, as knowledge
accrued concerning the ways in which sensory de-
privation modified learning processes as found in
normal children, a psychology of deafness and
blindness developed (Myklebust, 1964; Revesz, 1950;Zahl

, 1950) . 1 hrough these developments progress
has been made in understanding the role of the
senses in learning.

They report on the early work of Monroe (1932) and Pernald

(1943) , the former being concerned with auditory discrimina-

tion of speech sounds as a primary step and gradually

transferring to visual and tactile or kinesthetic awareness

of sounds and symbols. Fernald took the opposite tack,

concentrating upon visual .awareness, tracing letters, looking

at the words, writing them without looking, and at this point,

saying the words while writing.

Although these teaching experiments were tried more than

a generation ago, little real progress or change has taken

place in either diagnosis or prescription since then. (Al-

though a good deal has been written about learning disabilities,

a few state laws passed providing for special education of

the perceptually handicapped, and a special commission ap-

pointed from the Office of Education in Washington to investi-

gate the problem, little is really yet known or substantiated

on the origin of the difficulties or their remediation.)

Present learning disabilities programs tend to rely upon

a broad "AVK" approach, (Auditory Visual Kinesthetic) recom-

mended originally by Orton (1933), elaborated by Gillingham

(1965) and developed further by various schools of thought
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which have their own particular methods and materials to

use, i.e., Kephart (I960), Frostig (1964), Delecato

(1959) et al. This is a new area of investigation,

with much to be learned, and with obvious application to

normal learners

.

It is a happy side effect that frequently scientific

investigation of the abnormal has cast new light upon the

operation of the normal. In education there are the examples

of Binet-Simon, (1905) who, in trying to develop a means of

evaluating mentally retarded, developed an intelligence test

for measuring abilities in normal children. Montessori,

(1909) in developing an educational program for children

who were presumed to be mentally retarded, developed an ed-

ucational program based upon graded stages of development m

young children, now widely accepted and used with normal

children, and presaging Piaget's theories of development and

education. Piaget himself reports (p. 27) that his discovery

of the theory of conservation grew out of his search for a

means of diagnosing young epileptics. Psychology, ,
May, 1970

I went around with four coins and four beads,

and I would put the coins and beads in one-to-one

correspondence and then hide one of the coins.

If the three remaining coins were then stretched

out into a longer line, the epileptic children

said they had more coins than beads. No conserva

tion at all. I thought I had discovered a method

to distinguish normal from abnormal children.

Then I went on to work with normal children an

discovered that all children lack conservation.

with increased investigation into the
And so it may be that
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nature, diagnosis, and remediation of learning disabilities,

more light will be thrown on how normal children learn. The

latest definition of learning disability, as interpreted by

fifteen specialists in a study institute at Northwestern

University in August, 1967 is simply this:*

Learning disability refers to one or more signi-
ficant deficits in essential learning processes
requiring special education techniques for remedi-
ation .

Whether this is developmental, genetic, or the result of in-

jury does not really matter pragmatically from the classroom

teacher’s viewpoint. It is the here and now that does make a

difference, and what she can do with a child who exhibits

some of these deficits. In time the neurologists and the

psychologists, (if not the educators) will come up with some

answer of causation or cure.

John Money ( 1 9 6 6 , p. 40) states:

Visual or acoustical impairment cannot as a matter
of course be implicated as etiological factors in
reading retardation. Nothing is gained by postu-
lating the disability as an effect of minimal
brain damage. It is more sensible to use a hy-
pothesis of functional maturational lag. This
maturational delay does not necessarily have only
one single cause. It may be the end result of
several different responsible agents.

Money ( 1 9 6 6 )
postulates that there are observed and well-known

developmental differences that parents accept as natural in

children. The age of sitting, walking, and talking varies

* Journal of Learning Disabilities - Special Report, Vol. 2,

Number 7, July 1969, P- 376

.
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considerably from one child to another. Speech, itself,

is a highly complicated procedure. Is it not logical that

something as complicated as processing graphic symbols into

meaningful sounds could and,in effect does,reflect in-

dividual maturat ional differences? Again, Money (1966, p. 27)

states

:

Oral-visual matching is the ability to see what onehears and hear what one sees, which is a specialinstance of the psychological phenomenon of syn-
thesis, or transfer between the senses. Individual
differences in ability to conform to the law of
synthesis in oral-visual (aural-visual) matching
of words are extremely varied.

Strang (1968) outlines, the steps which she feel s are

essential for diagnostic study and remediation of children's

learning problems. They include the need for auditory and

visual discrimination tests, after tests of visual or auditory

impairment. She delineates the various elements of perception

as, discrimination, memory, integration of visual and auditory,

and ability to communicate one's perception. She recommends

early diagnosis, in pre-school, kindergarten, or first grade,

and states that a differential diagnosis is more meaningful

than a total score.

It is because of this kind of conviction on the part of

reading and learning disability specialists that the present

study has developed. There is a need for a simple, easy to

administer test which will help pinpoint a child's strengths

and weaknesses in the two modalities; auditory and visual.

Classroom teachers of young children need a more reassuring
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rating scale than their own hunches and observations. Be-

ginning teachers are frequently not attuned to the child

who doesn’t seem to "catch on" to phonics, or to "look

and say” words. The child who consistently reads "play" for

help, was for "saw," and "stop" for "Spot" may have a

visual discrimination problem. Similarly, the child who

spells "flower" as "fir" and "pretty" as "ptry" might have

an auditory discrimination problem. This is not to negate

the role of maturation and training. Both problems may sud-

denly disappear as the child develops, has successful reading

experiences, and specific training in the skills he lacks.

However, in a large classroom of 25 or 30 children, this child

may well be overlooked. If there were a systematic test

available which the teacher could administer individually

with a minimum of effort, on a routine basis (much as the

school nurse administers audiometric and visual screening

tests), some of the discouragement which many children ex-

perience in beginning reading could be eliminated.

This study evolved from the theories of Piaget, Bruner,

Erikson, Frank, and Hunt, using them as a springboard for the

practical application of constructing and administering an

auditory and visual discrimination test. It is based upon

the assumption that there are developmental differences among

children and recognizes that maturation is a factor in ability

measurement. However, it is also assumed that there are basic

individual differences in children’s native ability to process
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either auditory or visual presentations which, in spite of

maturation, still remain stable. In other words, some child-

ren may always remain more highly visual than auditory and

vice versa. If this can be established, with a measureable

difference in young children, it should be possible to measure

the same differences in older children with variations of the

same basic testing approach. The purpose is to help the

classroom teacher identify each child's learning style so that

beginning reading can be built upon the child's strengths.

Presumable, if one modality is demonstrably stronger than the

other, teaching in this area would be emphasized, while the

other modality would be given training and reinforcement.

It is hoped that by using this technique for identifying

each child's preferred modality his first experience with

beginning reading may be a happy and motivating experience,

rather than a failing one, and that a chain reaction of suc-

cessful experiences will follow.
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I

CHAPTER II

REVIEW OF THE LITERATURE

Present educational programs for the kindergarten child

reflect the comparatively recent rapid growth of investiga-

tion in the field of Early Childhood Education. Not only

are more states making Kindergarten a part of their state

educational system, but the subject matter and philosophy

of the kindergarten has become a matter of concern to local

school systems. Head Start has served as an impetus to

this educational movement., but Head Start itself grew out

of the increasing conviction that the preschool years are

the determiners of intellectual and psychological growth.

Bloom’s (1964) convincing thesis that 50 percent of the

individual’s intellectual level is established by the age

of four has given a new rationale to the establishment of

public preschool centers.

Although there have been educators during the past 200

years who have devoted their lives to developing educational

theories and programs for the child under six,* it is only

* Rousseau, 1796 publication date of Emi le ;
Pestalozzi,

conducted school for poor children 1796-1798 ;
Froebel,

established first kindergarten 1837; Montessori, estab-

lished new concepts in education of the retarded child,

1909 ;
John Dewey, circa 1900-1935, development of edu-

cational theory of "learning by doing;" and Jean Piaget,

1924 to the present, who offers a whole new theory of

mental development based upon early stimulation of the

intellect through varied perceptual experiences.
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in the past tsn or fifteen years that there has been a gen-

eral recognition on the part of psychologists and educators

of the vast extent of learning which takes place in the

young child before he goes to school. (Bloom, 1964; Hunt,

1964; Bereiter and Engleman, 1966; Erikson, 1963; deHirsch,

1966; Deutsch, 1964; Bruner, I960; to mention but a few.)

The grave problem of how to assess each child’s devel-

opment in terms of prescribing a meaningful educational

program for him becomes an all important problem for the

educator. Concomitant with this is the development of a

curriculum which will deal with each child from where he

stands and move him, with confidence and assurance, to the

limit of his potential. Implicit in this statement is the

conviction that each child is unique and has his own time-

table of development, which can be nurtured and hastened

by the skillful facilitation of a trained teacher.

Psychologists and educators have long been concerned

with the vexing problem of how learning takes place. As

the particular focus of this study is on auditory and visual

discrimination, the accompanying table, taken from Travers

(1967, p. 106) is of great interest. (Table II-l, p . 22) The

paucity of research in audio and visual modes during the 40

year period, from 1894 to 1936 is not particularly sur-

prising, but the scantiness of research in the 3^ years

since is surprising, especially in view of the great prog-

ress that has occurred in audio-visual techniques.
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TABLE Il-lt

EARLY STUDIES COMPARING THE AUDIO, VISUAL
AND AUDIOVISUAL MODES

Name Date Sub j ects Material Results

Elliott 1936 Adults Advertising
Names and
Copy

AV>V, AV>A

,

A>V*

Koch 1930 14 College
Women

Nonsense
syllables

AV> to all,
V>A

0
' Brien 1921 7 Graduate

Students
Meaningful
Nonsense

V>A>AV
AV>V>A

Henmon 1912 6 Advanced
Psychology
Students

Nouns, 2

digit no's,
nonsense
syllables

A>V, AV>V

,

AV>A**
A >.V, AV>.V,

AV>A

von Sybel 1909 17 Students Nonsense
syllables

AV>V with
long expo-
sure time

V>AV with
short expo-
sure time

AV>A
,
V>A

Schuyten 1906 Subjects aged
11 to 14 1/2
large N

Digits A>AV
A>V

Kemsies 1900
-01

German students
15 1/2 and
12 1/2 yr. olds
N=29, N=30

Latin and
German
vocabulary
words

A>AV>A be-
fore prac-
tice ef-
fects
added

A>V>A

V

after

Smedley 1900
-01

All elementary
and secondary
school child-
ren in Chicago

4 to 8

digit
numbers

AV>A* *

AV>V**
V>A above
8 yr. old

A>V below
8 yr. old

t From Travers, Robert M. W. (1967) p* 106.
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TABLE 1 (Continued)

Name Date Subjects Material Results

Quantz 1897 50 University
Juniors and
Seniors

Munsterberg 1894 5 subjects
and Bigham

Common words AV>A, V
Prose A>V**
Competing
prose
Passages

Numbers and AV>V>A
colors

* A>V means that audio was superior to visual
** Very slight differences

One of the earliest studies, a case histories approach

by Pernald (1936), presents data on 47 "cases" of disabled

readers, including vision, eye dominance, handedness, and

speech, although no specific test scores are reported.

Auditory testing is not reported. Fernald advocates a

tactile and visual approach, and makes no mention of a

phonics method of teaching, although auditory reinforce-

ment follows this initial tactile and visual program.

Gates, Bond and Russell (1939) attempted to test

the value of "practically every type of test, rating, ex-

amination, or other means of appraisal which had then been

suggested, or which the authors could think of, as a means

of predicting reading progress" (p. 3)* Sixty-eight tests

were used with approximately 300 kindergarten and first

grade children in New York City . Tests were administered



three times during the year. In the final correlation, 39

different categories of tests were used, (word perception

tests, rhyming words, etc.). Auditory and visual discrim-

ination tests were used, including the audiometer and the

telebinocular
, as well as digit recall, identifying iden-

tical and similar words, memory of nonsense syllables, and

associative learning of geometric figures and pictures.

The tests which appeared to be most predictive of reading

success were word-recognition techniques; grasp of story

structure; familiarity with printed words, letters, phono-

grams, and familiarity with auditory features of words as

shown by tests of rhyming, blending, and giving letter

sounds. Tests of perception of various items excluding

words gave low correlations.

In another interesting study in 1940, Phelan investi-

gated the nature of perceptual ability and its relation to

achievement in reading and spelling. A battery of nineteen

tests, administered to 460 fourth and fifth grade children,

was grouped loosely as Perception Tests; Cognitive Tests;

Memory Tests; and Reading and Spelling Tests. In regard

to the perception tests, Phelan found that there is no

factor universal to all the tests; there is more evidence

of functional unity involving words and syllables than

among those with digits or designs; there is the possi-

bility of a more extensive common factor than could be

isolated because of the limitations of the data; and no
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memory factor was isolated but rote memory tests with
paired associates of words and words, and words and let-
ters were found to be similar in their correlation pat-

terns. The most significant findings were in the cogni-

tive tests, where 53 percent of the variance in reading

achievement and 39 percent of the variance in spelling

was attributable to variation in cognition as measured.

There is a hiatus of research studies in this area

until the comparatively recent fifties and sixties. One

might conjecture that the period of the war years (194l-

19^5), the shortage of schools and teachers following that

time, the "little recession" in the late forties and the

Korean War in 1950-1953 pre-empted research money. With

the advent of Sputnik in 1957 and the great reading con-

troversy as highlighted by Flesch's Why Johnny Can’t Read

(1955 ) 3 as well as a period of economic and social passiv-

ity during the Eisenhower Era, attention was again turned

to the problem of underachieving learners.

The expansion of audio-visual media, computers, and

programmed instruction has again raised the questions of

how children learn, and how their abilities and achieve-

ment can best be measured. Traditionally, classroom tests

have focused primarily on learning achievement rather than

ability, deriving their status from the test-conscious

thirties and forties. Present primary assessment tests

are generally given on a group basis and consist of



26

so-called readiness tests, achievement tests, and intelli-

gence tests such as the Houghton-Mif flin Diagnostic Reading

Survey , S.R.A. Primary Mental Abilities Test ,
Metropolitan

Achievement Tests, Comprehensive Tests of Basic Skills ,
and

Lorge Thorndike Intelligence Tests .

Unless a child shows gross reading problems or the

school itself has undertaken a specific research study, it

is rare for children to be individually tested. The time

commitment to such testing and the lack of trained ex-

aminers has made this procedure exorbitant in terms of

time and money. For most * children, therefore, beginning

learning often consists of a hit or miss proposition,

teacher directed and structured, and focused on the

"average" child. The teacher, generally, is enjoined to

follow a specific curriculum whether or not it seems ap-

propriate to the needs of "her" children. As a result of

this shotgun approach we have thousands of children

floundering along in the gray areas of education, reading

below capacity level for years and finally dropping out

of school entirely without the essential skills necessary

to maintain themselves in an increasingly literate society.

Better means of assessing and evaluating a child's

total personality in terms of readiness for formal learn-

ing must be devised to be used by the classroom teacher.

Broad checklists and rating scales are one way of eval-

uating the kindergarten child, who generally enters first
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grade on a pre reading basis. These are apt to be somewhat

subjective, depending, as they do, upon a particular

teacher’s interpretation and bias. For instance, "Does he

follow adult leadership without objection or show of re-

sentment?" and "Does he alter his own methods to profit by

an example set by another child?" and "Can he give reason

for his opinions about work of others or his work?"

(Russell, 1961, pp . 55-57). Admittedly, these are lifted

out of context from a 55-item list to be answered by "Yes"

or "No," but they illustrate the point. Checklists often

contain items asking "Are hearing and vision normal?"

Many schools devise their own checklists, which reflect

their particular concerns and philosophy. These are not

always appropriate, as in large school systems where the

school population may range from lower class to upper,

with the special values of the middle class implicit in the

questions: "Does he understand the mathematical concept of

set?"; "Can he relate a story, such as Three Little Pigs ,

using at least 100 words and employing grammatical form?";

"Does he respect school property?" Further examples of

evaluations of a child’s readiness for first grade can be

found in Anderson (1964), Spodek and Robison (1965) and

in most school systems.

It is apparent that such evaluations have little mean-

ing for the first grade teacher. There have been a number

of attempts in recent years to improve the assessment of



children’s readiness to read. Notable among them is a

study by Katrina deHirsch, published under the title of

Predicting Reading Failure . By observing 53 children over

a three-year period, deHirsch found that success in read-

ing could be predicted through a battery of tests admin-

istered at the kindergarten level. It is an interesting

sidelight that children born prematurely tend to do less

well on these tests as well as in beginning reading. Her

battery, which includes Word Recognition
, diagnosis of

pencil use, Draw a Person Test
, the Bender Visuo Motor

Gestalt Test , the Horst Reversal Test
, Tapping Test (for

auditory memory), the Wepman Auditory Discrimination Test ,

sections of the Gates Word Matching Test , and a Story

Telling Test
,
depends upon special training of an examiner,

unlimited time for individual testing, and sophisticated

interpretation, particularly for the Bender Gestalt Test .

The deHirsch tests, in conjunction with the Frostig

Developmental Test of Visual Perception ,
is currently being

used in a number of "forward looking" school systems.

The Frostig test seeks to measure five operationally

defined perceptual skills:

Test I — Eye-Motor Coordination

Test II — Figure-Ground

Test III — Constancy of Shape

Test IV — Position in Space

Test V — Spatial Relationships
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The developer of the test, Marianne Prostig, claims that

each of the above testable areas are essential prerequi-

sites for success in beginning reading and writing. Cohen

(1969) suggests that this test is closely related to meas-

uring aspects of intelligence, due to its correlation with

Primary Abilities Test . In a study he has done with

352 seventh and eighth graders, he found very little rela-

tionship between the perceptual test and reading achieve-

ment. It takes considerable time to give the test and

score it, requiring training and test sophistication on

the part of the examiners

.

The deHirsch Battery and Frostig Test are used as

diagnostic tests in private learning disability clinics

throughout the country. They are time consuming and ex-

pensive, and dependent upon the presence of a school psy-

chologist for proper use in a classroom.

Another test which is being used to identify children

with possible learning disabilities is the Illinois Test

of Psycholinguis tic Abilities (ITPA). Produced by McCarthy

and Kirk at the University of Illinois in 1961, the experi-

mental edition purported to measure nine different factors

thought to be related to either the visual or auditory

functioning of the child two to nine years old. These

included

:

Auditory-Vocal Automatic Test (grammatical rules)

Visual Decoding Test (matching)
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Motor .Encoding Test (Appropriate gestures formanipulation of a given object)

Auditory-Vocal Association Test (analogy)

Visual-Motor Sequencing Test (reproduce sequencefrom memory) 4

Vocal Encoding Test (unique, meaningful adjectives)

Auditory- local Sequencing Test (digit recall)

Visual-Motor Association Test (relate visual stimuli)

Auditory Decoding Test (controlled vocabulary test)

Leeds (1970) presents a summary of research and his

commentary on the ITPA in the May, 1970 Journal of the

Reading Specialist. He stresses that the test, now being

used in clinics and schools across the country, is the ex-

perimental edition and has not as yet been validated or

standardized. A revised edition (1968) is now available,

but much of the research has been done on the earlier

edition. Leeds reviews some of the studies used with this

version. Among them is Cripe (1966). He tested 36 first

grade children in four experimental tasks as follows: The

children selected showed a discrepancy of at least one

standard deviation on two ITPA decoding and/or association

sub-tests when any discrepancy between the sub-test pair

was not reversed. They were assigned to either the Audi-

tory or Visual group. The tasks involved absolute iden-

tification of eight stimulus items which enabled the re-

searcher to compare the subject’s performance on auditory

and visual linguistic and non-linquistic learning tasks.


