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ABSTRACT

The purpose of this study was to compare the
effects of traditional basal reader instruction with an
alternative method which integrated skills instruction
and contemporary tradebooks.

Two intact groups of fourth grade students at
separate elementary buildings were administered a
standardized reading achievement test and a
reading attitude scale (pre-test/post-test
format) to assess gains in reading comprehension,
reading vocabulary, and reading attitude over a
six month period. Results of average group gains
indicated no significant differences in
vocabulary gain scores; however, there were
significant differences in comprehension and
reading attitude gains between the two groups of
students. Further evidence of the effectiveness
of the multi-disciplinary approach used by the
experimental group was obtained when Missouri
Mastery and Achievement Test scores of the two

groups were compared.
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CHAPTER I

INTRODUCTION

Much attention has been focused on the problem
of literacy in the United States in recent years.

This concern is not only expressed by educators and
employers, but by the highest echelons of our
government, which has directed national attention
toward solving this problem. President Ronald
Reagan declared 1987 "The Year of the Reader"; a
national campaign was launched to increase public
awareness and concern,

Of the 159 members of the United Nations, the
United States ranks 49th in its level of literacy. An
estimated 2.3 million adults join the ranks of the
functionally illiterate each year, according to Larrick
(1987). Anderson, Hiebert, Scott, and Wilkinson (1985)
reported that most American students ranked at or below
international averages when compared to the performance
of students from 15 countries. This trend cannot be

allowed to continue as America approaches the

increasingly technological world of the 21st century.




2
While many cultural and socioeconomic factors
contribute to the marginal literacy levels in this
country, many authorities place the blame on the
educational system. The controversy heated up
with the publication of Rudolf Flesch's book, Why

—_—

Johnny Can't Read and What You Can Do About It, in

1955, But thirty years and billions of educational
dollars later, our school systems continue to struggle
with the problems of poor readers.

Are educators and current teaching methods to
blame for the number of functional illiterates in this
country? Should basal readers, the mainstay of most
reading programs, be replaced? Or is it a question of
individual motivation? Has television replaced books
as the new literary medium? Whatever the cause, it is
obvious that something is wrong with present approaches
to teaching reading.

Rossman (1986) referred to reading as the pre-
requisite skill on which academic success or failure is
based. Students who are reading at minimal levels will
struggle in other academic areas as well. Performance
in English, social studies, science, and math word
problems will be impeded for a child who lacks the
skills necessary to read the textbooks.

Studies by many authorities reveal that students

spend little time reading both in and outside of




school (Goodlad, 1984; Zakariya, 1985; Anderson, et
al.,, 1985; Larrick, 1987; Anderson, Wilson, & Fielding,
1988). These researchers gave numerous reasons for the
present lack of involvement with the printed word, as
well as offer varied solutions to resolve the problem.
They all agreed, however, that reading proficiency
requires both motivation and continued practice. An
increased commitment to independent reading is
recommended.

In Becoming a Nation of Readers, Anderson, et al.,

(1985) stated:
Increasing the proportion of children who read
widely and with evident satisfaction ought to be
as much a goal of reading instruction as
increasing the number who are competent readers.
(pp. 14-15)
Winograd and Greenlee (1986) agreed with Anderson
that teachers should give more consideration to the

development of self-motivated reading. These authors

wrote:

successful teaching should be measured as much by
the development of positive attitudes toward
reading as by the attainment of high scores on a
standardized test. (p. 79)




Purpose of the Study

The purpose of this study was to determine if
using selected tradebooks to supplement the basal
program could increase reading achievement and develop
more positive attitudes toward reading among fourth
grade students,

Authors such as Robeck (1982), Fielding, Wilson,
and Anderson (1986), and Polette (1988) recommended the
use of tradebooks to expand and enhance the reading
program. Tradebooks can provide highly-motivational
materials to spark children's interest in reading, as
well as provide the extended practice children need to

become proficient readers.

Definition of Terms

In this study, tradebooks refers to popular,

contemporary, commercially-printed paperback books.
Selected books have been previewed and determined to
have ideas, events, and characters with which
intermediate—age children can relate. The stories
allow the students the opportunity to identify
emotionally with characters, aspirations, difficulties,
feelings and adventures. Vocabulary, plots, and

characters are of interest and appropriate to nine/ten

year old children.
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Independent reading refers to students actively

engaged in the art of reading on their own, without
direct adult involvement. While students are assigned
chapters to be read, the responsibility for reading
these passages was assumed by the students, The
teacher does not directly supervise this activity,
unless the student appears to be having difficulty.
Students were allowed to read with a peer, an
interested adult, in the classroom reading center,
and/or listen to tape recorded books if they chose to
do so.

Oral reading is defined as reading done aloud by

the teacher. This does not include the books which
were tape recorded for low ability readers.

A literature club is the interest-based student

groups formed every three weeks to read and discuss a
particular title. These groups were heterogeneous in
reading skills and membership was not static.

Different individuals composed successive groups.

Statement of Hypothesis

Can the reading achievement and attitudes of
fourth grade students be influenced by using tradebooks
and enrichment activities to supplement a skill-

oriented basal reading program? It is hypothesized

that fourth grade students in an experimental group
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will, when compared to a control group without the
intervention, show:
1. a measurable improvement in reading vocabulary and
reading comprehension as measured by the California
Achievement Test, and

2., a significant improvement in attitude toward

reading, as measured by the Estes Attitude Scale.




CHAPTER IT

REVIEW OF THE LITERATURE

Little Time Spent Reading

A 1987 Nielsen study reported the average child in
American, ages 6 to 11, spends 23 hours and 19 minutes
watching television each week. Zakariya (1985) cited
similar studies of the National Assessment of
Educational Progress that 40 percent of fourth graders,
25 percent of eighth graders, and 12 percent of
eleventh graders watch five hours of television daily.
The majority of fifth graders spent one percent of
their free time on reading, according to Zakariya
(1985), This statistic would appear to agree with the
results of the Nielsen study. If the typical child has
five or six hours of free time each evening, and most
of this time is spent watching television, little time
is available to spend reading books.

A 1978 study by Busch reported 86 percent of the
third graders surveyed preferred watching television

over reading a book. Shumaker (1975) wrote that radio

and television compete for people's time and interest,




thus reducing their desire to turn to books for
information or enjoyment.

Not only do students devote little of their
leisure time to reading, a minimal amount of time
during the school day is spent in actual reading
activities. A 1984 study by Goodlad found elementary
students spent about six percent, or less than ten

minutes, of class time reading,

Need for Independent Reading

Rossman (1986) believed that reading requires
extended practice until word recognition becomes an
"automatic" process. He cited a 1984 Commission on
Reading report that stated:

average minutes per day reading books was the best

predictor of reading comprehension, vocabulary

size, and gains in reading achievement between the

second and fifth grades. (p. 30)

This author suggested 210 minutes of weekly reading
time is necessary for children to achieve

"automaticity,"

the ability to read fluently and
effortlessly.

Anderson, et al., (1985) agreed with Rossman that
effective reading must be fluent; students must master

the basic processes to the point they become automatic.

Fielding, et al., (1986) recommended that during the

school day priority should be given to independent
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reading. These authors suggested two hours per week
should be allotted for independent reading.

The positive effects of independent reading is
supported by Leinhardt, Zigmond, and Cooley (1981).
These authors contended the amount of time children
spend reading silently in school is associated with
year to year gains in reading achievement. In a recent
study by Anderson, et al., (1988), the researchers
examined the relationship between the amount of reading
and reading achievement. They found most fifth graders
did little reading outside of school. For those who
did read, however, the results were significant.
Children who spent an average of 90 minutes per day
reading scored at the 90th percentile in reading
achievement while children who spent an average of 13
minutes per day scored at the 50th percentile.

In Becoming a Nation of Readers, Anderson, et al.,

(1985) suggested that children of every age should do
more silent reading. These authors stated that reading
is a continuously developing skill and the most useful
form of practice is doing the whole skill of reading.
They believe that increasing the amount of time
children spend reading ought to be a priority for both
parents and teachers.

Pinnell (1988), writing in response to the

recommendations in Becoming a Nation of Readers, stated:
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Effective educators will (1) plan for independent
reading as a high-priority part of each day, (2)
monitor independent reading times to be sure
students are reading material they find
challenging and interesting, (3) provide
instructional activities that are integrated with
the independent reading activities and that help
in motivating students to read, and (4) work
individually with students who find reading

difficult to help them use the time productively.
(p. 95)

Importance of Reading to Children

Many authors stressed the importance of creating
an interest in literature through oral reading. In a
1968 study of 580 second graders, Cohen found reading
to children was an important predecessor to success in
learning to read, especially in the case of socially
disadvantaged children. Shumaker (1975) suggested that
reading aloud to children arouses interest in all forms
of literature and provides a background to help
stimulate independent reading.

Anderson, et al., (1985) also believed oral
reading should be a part of each school day. Setting
time aside for daily reading demonstrates the value a
teacher places on reading. These authors stated there
is no substitute for a teacher who reads good stories
to children to increase the appetite of children for

reading. They recommended the practice be continued

throughout the grades.
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Deficits of Current Basal System

But what actually occurs in the average American
classroom? Since the introduction of the McGuffey
readers in the late 1930s, basal readers have become
the mainstay of reading instruction in the United
States. Chall (1967) and Aukerman (1981) reported
that 80 percent to 95 percent of classroom teachers use
a basal series. A 1985 study by Smith and Saltz showed
95.4 percent of teachers were using one or more basal
series.

A 1988 poll by Learning magazine found that 85
percent of the respondents use basal readers (Turner,
1988). Most teachers felt basals provided a
sequential, organized skill structure. Nearly all
teachers had suggestions to improve basal series. The
top recommendation was more unabridged literature.

Many authorities, however, have questioned this
extensive reliance on the use of a basal reading
series. Goodman (1986), writing on behalf of the
reading commission of the National Council of Teachers
of English, called for a reform of the current basal
system. He criticized the approach because of the
amount of school time spent on skill exercises and the

minimal time allowed for actual reading. Larrick

(1987) suggested the literacy problem in the United
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States can be attributed to the skill-oriented methods
presently used to teach reading. She wrote "we seem to
stick to the mechanistic skill-and-drill which appeals
neither to the intellect nor to the emotions" (p. 187).

Anderson, et al.,, (1985) expressed concern that
the skills management systems used in most basal
readers do not integrate all of the small subskills
into the overall skill of reading. They recommended
reducing the amount of time children spend completing
workbooks and skill sheets. These authors wrote:

Learning to read appears to involve close knitting

of reading skills that complement and support one

another rather than learning one skill, adding a

second, then a third, and so on. (p. 97)

Marie Carbo, who has done extensive work with
remedial students, believes many reading problems are
the result of this overemphasis on fragmentary skills
and poorly written materials. She reported that
students spend little time doing what they must do to
become good readers--read well-written books (Carbo,
1983). Milligan, in a 1986 study of 34 remedial
reading and resource room teachers, found large doses
of skill instruction, with little focus on getting
students involved in reading.

Are the skills taught in basal reading lessons

subsequently practiced in the stories which accompany

the unit? This guestion of skill and text relatedness
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was investigated in a 1987 survey by Reutzel and
Daines. Randomly selected units from seven basal
readers were analyzed to ascertain if the instruction
in the teacher manuals was related to the stories to be
read; these researchers found a correlation in less than
40 percent of the lessons. A similar study by Mason
(1983) found teachers spend 24 percent of instructional
time relating specifically to the story to be read.

Morrow (1987) expressed concern that basal readers
do not encourage children to develop the reading
habit, She identified 14 activities which promote
voluntary reading and then analyzed six sets of basal
reader teacher's manuals for those activities. Nine
of the activities were found in less than one percent
of the stories; five activities were found in less
than five percent of the stories. While many
activities were found in supplementary directions,
these activities were used by only 27 percent of the
teachers surveyed. Morrow wrote:

The results of this investigation indicate that

while children are being taught to read through

the existing basal programs, they are not being
encouraged to develop the reading habit. (p. 207)

Development of Reading Attitudes

Basal readers are not only being criticized for

reducing reading to a hierarchial series of subskills,
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there is also criticism of the type of stories
presented, Basal series do not capitalize on
children's interests to increase reading motivation,
according to many authorities.

A child's attitude influences his/her response to
a situation or academic activity. A positive attitude
can produce the motivation necessary to promote
learning; a negative attitude can seriously impede the
learning process. Roettger (1980), Williams (1986),
and Briggs (1987) are among the many authors who have
stressed the crucial role of student interest and
attitude in the development of reading skills.
Williams (1986) wrote:

Interest is vital, for it increases motivation,

which in turn is a significant factor in the

development of reading speed and fluency.

Interesting to whom? First and foremost to the

learner, but preferably also to the teacher. (p.

42)

Moray (1978) cited studies by Bouchard (1971) and
Martin (1972) which found the type of stories presented
in basal readers did not concur with the stories
intermediate age children voluntarily chose to read.
She concluded that an effective intermediate program
cannot be limited to textbooks to satisfy children's

interests.

Brown, Engin, and Wallbrown (1979) assessed the

reading attitudes of intermediate children. Results
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indicated a negative change for classroom reading
assignments from the fourth to the sixth grades.
Parker and Paradis (1986) found a similar decline in
attitude toward classroom reading, but a positive
increase for nonclassroom reading. These authors
used the Heathington Intermediate Scale to assess
the reading attitudes of 120 intermediate grade
children.

A decrease in attitude toward reading was also
noted in a recent study by Eldredge and Butterfield
(1986). They compared the reading achievement and
attitudes of five groups of second graders, taught
using alternative methods. While other groups showed
improved attitudes toward reading, the attitude of
students using basal readers declined.

This attitude is particularly disturbing if one of
the goals of the reading program is to instill a love
of literature. Reading is a lifelong habit that begins
to develop at an early age. A 20 year study by
Himmelweit and Swift (1976) found that interest and
enjoyment of reading as a young teenager correlated
significantly with reading enjoyment as an adult.

In an extensive analysis of the reading

autobiographies of adults who read avidly, Carlsen and

Sherrill (1988) found that most contributors listed a
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range of experiences with books between the ages of six
and eleven years. Significant influences include
seeing adults read, freedom of choice in reading
materials, sharing books with others, and setting aside
time for reading.

Teachers are an important factor in developing the
reading habit (Anderson, et al., 1988; Robeck, 1982;
and Washburn, 1977). These authors are in agreement
that motivating children to read should be a primary
goal of any reading program. Suggestions to achieve
this goal included easy access to suitable books,
reading aloud to students, motivational activities and
incentives, and daily periods of silent reading during
the school day.

Robeck (1982) recommended that teachers begin this
process of student involvement by presenting material
to spark student interest, then gradually introducing
"quality" literature. She wrote:

Students who have been given the opportunity to

read for enjoyment and participate in literature

appreciation activities tend to show more reading

growth than those students who have not been given
those opportunities. (p. 356)

Finding a Solution

What, then, is the most effective approach to

reading instruction? Moray (1978) believed an

effective reading program cannot be limited to
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textbooks or a single basal reader; teachers must
provide a wide variety of reading materials. Winograd
and Greenlee (1986) called for a balanced reading
program which combines skills mastery with reading for
personal pleasure and information.

In a 1986 comparison by Eldredge, et al., of four
alternative approaches to reading with traditional
homogeneous basal reader groups, the best results were
obtained when a literature program was supplemented
with special decoding instruction. This approach had a
positive effect upon student achievement and reading
attitudes of second graders.

The National Council of Teachers of English has
gone on record in favor of alternatives to basal
readers. At the council's November 1988 annual
convention, the group recommended an accelerated shift
away from the use of basal readers and toward
literature based reading instruction ("English
Teachers Endorse," 1988).

Robeck (1982) and Fielding, et al., (1986) have
recommended the use of tradebooks to expand and enhance
the reading program. Robeck suggested that tradebooks
provide students with an opportunity to apply reading

skills, reach the interests of all students, and offer

reading materials at different levels.
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Fielding, et al., (1986) suggested that tradebooks
can make a significant contribution to the development
of student knowledge. These writers believed that
vocabulary controls limit reading textbooks; therefore,
tradebooks are better sources of new words and provide
more exposure to language structure, In recommending
the use of tradebooks, Fielding, et al., (1986) stated:

In summary, reading books, especially tradebooks,
in addition to being just plain fun, is probably a
major source of topical knowledge; knowledge of
syntax, text structures, and literary forms; and
vocabulary growth. Independent reading of books
can be regarded as self-initiated practice that
exercises all aspects of reading, including,

notably, word identification skills. (p. 153)

In light of current research, then, how does an
elementary teacher implement these ideas in a school
district whose educational program is based on the
precepts of mastery learning and requires criterion
checklists of the skills mastered to be maintained on
each student? One attempt to resolve this problem and

provide a multi-disciplinary approach to reading

instruction which accommodates students of varying

abilities is the focus of this research project.




CHAPTER III

METHOD

The subjects of this study were fourth grade
students at two public schools in the Washington,
Missouri, school district. The two schools are in
rural communities located about 45 miles west of St.
Louis, Missouri.

The study was conducted on two intact groups of
students in separate elementary buildings. DEach group
of students was the only fourth grade class at their
respective buildings.

The control group consisted of 16 nine/ten year
old children. Five of these students were placed in
above-grade level basal readers, seven were reading on
grade lavel, and four were in below-grade level basal
texts. Placement in the reading series was determined
prior to the study based on classroom performance,
publisher's placement tests, and scores on skill-
oriented mastery tests. Four of the control group

received support from the district's remedial reading

program. None of the control group were diagnosed as
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learning disabled, behaviorally disordered, or mentally
retarded.

The experimental group was composed of 21 nine/ten
year old children. One student was working in an
above-grade level basal reader, 16 were reading in
grade level basal texts, and four students were placed
in below-grade level materials. Three of the
experimental group received remedial reading program
support. Three students were diagnosed as learning
disabled and were served by the special education
resource room. There were no behaviorally disordered
or mentally retarded students in the experimental
group.

A quasi-experimental, non-equivalent control group
design was used (Vockell, 1983)., The study followed
the untreated control group format with pre-test and
post-test evaluations. Both groups were given a
pre—test and a post-test with the results compared to
determine if the treatment had an effect on the reading
achievement and attitude of the experimental group.

Prior to the start of the experiment, the project
was presented to and approved by the director of
curriculum and staff development, the director of
elementary education, and the Washington Board of

Education. Letters explaining the project were sent to

the parents and permission was obtained for each child
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to participate in the study (see Appendix A).

Confidentiality of individual scores was assured.

Tests

During the week of November 7, 1988, both groups
of students were given a reading achievement test and a
reading attitude assessment scale to determine their
level of functioning. The instrument chosen to assess
reading achievement (pre-test) was Form C, Level 14, of
the California Achievement Test, published by McGraw
Hill, 1977. This test was selected because it was

reviewed in The Ninth Mental Measurements Yearbook

(1985) as a well-researched test, and it was possible
to obtain test booklets which pertained only to
reading. The reading battery consists of two subtests,
vocabulary and reading comprehension.

The California Achievement Test is a traditional
achievement test designed to assess reading skills from
kindergarten to grade 12. The reading levels of the
exercises and passages have been checked with widely
used readability formulas, according to the publisher.
The reading tests are structured to measure the skills
most likely taught at each grade level. The vocabulary
test used three methods of evaluation: synonyms,

antonyms, and words in sentence context. The Form C

test-retest reliabilities range is in the mid .80s for
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grades two through 12; cross form reliabilities are a
point or two below the Form C levels. Internal
consistency coefficients tend to be in the .90s. The
reliabilities are adequate at all levels and for all
forms (Rogers and Wilsom, 1985).

The test was administered in two sessions,
following instructions in the examiner's manual.
Student responses were recorded on Scoreeze answer
forms and hand scored.

A second comparison of reading achievement was
made using results of the statewide Missouri Mastery
and Achievement Test (MMAT). The MMAT is a battery of
criterion-referenced achievement tests developed by the
Center for Educational Assessment at the University of
Missouri-Columbia to assess student performance.
According to Osterlind (1989) the purpose of the
instrument is to test student mastery of educational
objectives identified in the state's Core

Competencies and Key Skills for Missouri Schools. The

scaled scores range from 1 to 750, and can be used to
compare district averages to state averages, as well as
the current year's performance to preceding years'
corresponding averages to determine progress.

The assessment tool chosen to evaluate reading

attitude was the Estes Scale, which was also

administered in November 1988 and May 1589. The scale
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is based on the Likert method with five degrees of
response from "strongly agree" to "strongly disagree."
Of the 20 statements on the Estes Scale, eight are
positive and twelve are negative.

The positive statements are scored from 5 to 1;
with 5 indicating strong agreement with the statement,
The negative statements are scored from 1l to 5 with 1
indicating strong agreement (and therefore a negative
attitude toward reading). The sum of the 20 scores is
then computed, The high totals are hypothesized to
represent a positive attitude toward reading while low
scores are believed to reflect negative attitudes
(Estes, 1971).

The validity and reliability of the Estes Scale
was established by Chester and Dulin (1974). Alexander
and Filler (1975) reviewed eight measures Lo assess
reading attitude. They found the Estes Scale to
provide useful information for teachers interested in
program improvement and evaluation. The scale has good
split-half reliability, appears sensitive to a variety
of attitudes, and is considered useful for pre-test and
post—test comparisons (Alexander & Filler, 1975).

Students in the study were instructed on the
completion of a Likert style scale, using sample items

which did not pertain to reading. Student copies of

the Estes Scale were then distributed to each group and
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read to each class by the administrators. This
approach was used to eliminate a possible variable of
poor reading ability on the part of any subject.

Both groups of students were asked to rate the
stories that they had read, using the following scale:
1 = excellent, 2 = very good, 3 = good, 4 = fair, and 5
= poor (see Appendix C). This was incorporated into
the study to see if the stories coincided with student

interest.

Treatment

The teacher of the students in the control group
did not change the traditional basal reader instruction
used by the majority of the district's teachers,

Ninety minutes of the school day were spent on skill-
oriented reading instruction, using the Houghton
Mifflin basal series, copyright 1983,

The experimental group also received 90 minutes of
reading each day. However, the time devoted to direct
skill instruction was decreased from 45 minutes per
group to 30 minutes per group. The experimental
variable of supplementing and/or replacing the basal
reader stories with tradebooks was begun the week of
November 14, 1988, and continued until May 1989, The

emphasis of the reading program was shifted from skill-

oriented instruction to increase the amount of time
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devoted to individual reading. Fifteen minutes of each
school day were set aside as D.E.A.R. (Drop Everything
and Read) time for sustained silent reading. Another
15 minutes was devoted to oral reading by the teacher.
Two 30-minute periods were spent on homogeneously
grouped skill instruction each day, using the
Houghton Mifflin series.

Maintaining the practice of homogeneous groups for
skill instruction made it possible for the researcher
to comply with the Washington School District
requirements for criterion-referenced skill instruction
and the corresponding checksheets to document student
mastery of these skills.

Multiple copies of tradebooks considered to be
appropriate for fourth grade students were obtained for
students in the experimental group from a variety of
sources. Some of the multiple copies were made
available through supplementary materials purchased by
the district's remedial reading resource program. The
district librarian also provided several copies of the
same book from the different elementary buildings.

Book club orders were a major resource (see Appendix
B).

In addition to daily skill instruction, students

in the experimental group signed up to read one of

three book selections over a two-week period. These

—



groups were referred to as a "literature club";
participation was based solely on interest, not reading
ability. Group membership was not static, Each time

a choice of books was offered, new interest groups
composed of different students were formed.

Three book titles were offered to the students in
the experimental group each literature club session.
Seven to ten students signed up for the book of their
choice, based on interest. These groups were
heterogeneous in terms of reading ability and offered
lower ability readers the opportunity for group
participation with readers of higher ability. Students
did not always get their first choice title, due to
limited copies and scheduling for special progranm
students. Records were kept so that students who
received their second choice in one session were given
first priority the next session.

Students were given a reading schedule at the
beginning of each two week session. The schedule
assigned specific chapters to be read prior to group
discussions on Tuesdays and Thursdays of each week.
Fifteen minutes were spent discussing each of the three
selections on those days. The discussions were
student-directed, with teacher input only when

necessary. Activities varied depending on the group

and the book. Reading the parts of different
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characters was a favorite activity; students would
suggest a chapter that they found particularly
meaningful or funny and ask if they could read it as a
group.

Cooperative learning precepts and peer
modeling of both reading and critical thinking
skills were incorporated into the lessons as
students listened to each other and worked
together to design book report tapestries,
dioramas, and scenery for plays. Writing scripts
for plays incorporated whole language skills, as
well as provided extended practice in the writing
process., The students in the experimental group
were actively involved with many aspects of
written and oral communication.

Two of the students in the experimental group had
severe reading deficits, as diagnosed by the Woodcock-
Johnson Reading Mastery Test administered yearly by the
special education department. One book was tape
recorded each session, using the Marie Carbo talking
book method (Carbo, 1978). This technique made it
possible for students of all ability levels to
participate in the group discussions.

The Carbo (1978) recorded book method is designed

to improve a child's memory for words through high-

interest stories. For poor readers, the failure and
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frustration usually encountered are eliminated because
the tape recorder does the work. The recorded books
allow students to listen to well-written stories that
are above their reading level, but at an age-
appropriate interest level.

The books were recorded at a slower than normal
reading pace in phrases of three to five words in
length. Only short sections of one or two chapters
were recorded on each side of the audio cassette. This
facilitated sharing tapes and made it simple for
students to select the chapter to which they wished to
listen. Students were instructed to use their fingers
or a bookmark to follow the printed form of the words
as they listened to the auditory form.

At the end of each literature club session,
students selected a group project as an extension
activity. This idea was student generated at the first
session, when the group of students reading James and

the Giant Peach by Raohl Dahl, asked if they could

write a script and present a puppet play based on the
book.

Extension activities ranged from giant book
report tapestries to acrostic poetry. This
particular group of students had above-average

artistic ability so dioramas, comic strip

illustrations of favorite chapters, and designing
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book covers were frequent choices. Other extension
activity selections were student-designed newspapers,
braille writing, character comparisons, and reading
journals.

Post-tests of both the Estes Scale and the
California Achievement Test, Level 14, Form D, were
administered to both the control group and the
experimental group the week of May 7, 1989. Average
gains in raw scores were computed. At test was used
to determine if the gains made by the experimental

group compared to those of the control group were

significant at the .05 level (#_S.US).




CHAPTER IV

RESULTS

Pre-Test Comparisons

At test analysis of raw scores was computed to
compare the pre-test means of the experimental and
control groups in reading vocabulary, comprehension,
total reading achievement, and reading attitude.
Intellectual ability, as measured by scores on the
Otis Lennon School Ability Test, was also analyzed by
the same method to determine if the groups were similar
in learning potential,

Pre-test analysis of the Otis Lennon group ability
test revealed no significant differences between the
two groups. The mean ability of the control group was
estimated to be 105.2, while the mean score for the
experimental group was 108.3 (see Table 1).

TABLE 1

Otis Lenon School Ability Test

N M S.D. T D.F., 2
Control 16 105.19 26.9 -.41 35 - 3%
Experimental 21 108.33 20.11

R i N s B
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Comparisons of the raw scores of a possible 30
points on the vocabulary pre-test demonstrated the two
groups were not significantly different (see Table 2).
The mean for the control group was 22.5 with a
standard deviation of 5.02. Experimental group mean
was 21.86 with a standard deviation of 8,59.

TABLE 2

California Achievement Test Vocabulary Pre-Test

N M S.D. k% D.F. il
Control 16 22.5 5.02 <27 35 .39
Experimental 21 21.86 8.59

Statistical analysis of reading comprehension pre-
test scores revealed a significant difference (P = ,03).
The control group pre—-test mean for comprehension was
30.3 out of a possible 40 points, with a standard
deviation of 4.92. The mean for the experimental group
was 25.05; standard deviation was 9.74 (see Table 3).
TABLE 3

California Achievement Test Comprehension Pre-Test

N M 5 P t  D.F. P
Control 16 30.31 4,92 L.97 35 .03
Experimental 21 25.05 9.74

When these two groups of raw scores were combined

to ascertain a total reading level, the groups were
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judged to be similar. The pre-test mean for the
experimental group was 52.81, with a standard deviation
of 9.24. Control group mean was 46.90, with a standard
deviation of 17.51 (see Table 4). A total of 70 points
was possible.

TABLE 4

California Achievement Test Total Reading Pre-Test

N M S.D. £ p.F. i)
Control 16 52.81 9.24 1.22 35 D!
Experimental 21 46.90 1.1.5]

Another significant difference in pre-test scores
was noted when a t test was computed for reading
attitude. A group mean of 81.94 was recorded for the
control group; standard deviation was 8.95. The
experimental group recorded a somewhat lower score in
reading attitude, which indicated a less positive
feeling toward books and reading activities. Out of
the possible 100 points, the experimental group mean

was 73.19, with a standard deviation of 13.73 (see

Table 5).
TABLE 5
Estes Attitude Scale Pre-Test
N M S.D. £ D.E., P
Control 16 81.94 8.95 2 2% 35 .02
Experimental 21 yas % ) 1373

..IlIIllllllllllllllllllllIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIII
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Pre-test comparisons of the two groups in all four
areas are represented in graph form in Figure 1.
FIGURE 1
Average Pre-Test Scores of

Control and Experimental Groups
November 1988

100
<
90 o
=
® o
30 s
M~
70
' ™
' 0 O
50 N O
0 _©
50 <t
40
(=]
| - N o
30 ] o
N N
20
10
0
Vocabulary Comprehension Total Reading
Subtest Subtest Reading Attitude
(30 pts. (40 pts. (70 pts. (100 pts.
possible) possible) possible) possible)

[ lControl Group Experimental Group

Post-Test Comparisons

Both groups were administered post-tests the week
of May 7, 1989. Average raw score gains were computed

for each group to determine if there were significant

differences in reading achievement and improved reading
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attitude. While no significant differences were noted
in vocabulary gain scores, the increases in
comprehension, total reading, and reading attitude were
judged to be statistically significant.

The control group showed a mean raw score gain
of .94 on the vocabulary subtest, while the
experimental group mean was an increase of 2.14,
Standard deviation for the control group was 2.84;
experimental group 3.79 (see Table 6)—7¥ = el

TABLE 6

California Achievement Test Vocabulary Score Gains

N M S.D. £ D.F. £
Control 16 .94 2,84 -1.06 35 45
Experimental 21 2.14 3.79

The mean group gain in reading comprehension for
the control group was .44, with a standard deviation of
4.46, The experimental group demonstrated a raw score
mean gain of 3.62; standard deviation was 6.00 (see
Table 7). This difference in mean scores is
statistically significant (P = .04).

TABLE 7

California Achievement Test Comprehension Score Gains

N M Sabs B DK )

Control 16 A4 4,46 -1.78 35 .04
Experimental 21 3.62 6.00
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A second significant difference (g = ,037) was
recorded in total reading gain scores. The control
group exhibited a raw score mean gain of 1.38 and a
standard deviation of 5.30. An average group gain of
5.67 points was computed for the experimental group,
with a standard deviation of 8.21 (see Table 8).

TABLE 8

California Achievement Test Total Reading Score Gains

N M 9. D 3 D.F. p
Control 16 1.38 5.30 -1.82 35 .037
Experimental 21 567 8.21

The most dramatic changes were in reading attitude
(F = ,0017). Research by Eldredge and Butterfield
(1986) and Parker and Paradis (1986) showed a decrease
in reading attitude on the part of children receiving
basal reader instruction. A similar decline was not
observed in this project. The reading attitude of the
experimental group increased by an average of 11.95
points, however, as compared to a 2.75 gain for the
control group. Standard deviation for the experimental
group was 9.75; the control group 7.14 (see Table 9).

TABLE 9
Estes Attitude Scale Score Gains

N M 5.D. ;i 3 D.F. 2
Control 16 2.75 TalYy =3.17 35 .,0017
Experimental 21 11.95 Y i

R
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Figure 2 summarizes the mean raw score gains of

the two groups.

FIGURE 2

Average Gains in Raw Scores of
Control and Experimental Groups
May 1989
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MMAT Results

The Missouri Mastery and Achievement Test (MMAT)
scores were compared. Both the experimental and

control groups showed strong performances in the spring
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of 1938 when compared to state averages. Average
reading cluster scores for the control group were 381,
compared to the state average of 323. The experimental
group mean was a comparable 373. Table 10 shows both
1988 and 1989 scores for both groups.
TABLE 10

Missouri Mastery and Achievement Test Scores
Spring 1988 and 1989

State State

Spring Spring Mean Mean

1988 1989 1988 19869

Control 381 370 323 322
Experimental 378 402 323 322

Figure 3 shows both groups 1988 and 1989 scores
for both years in graph form.
FIGURE 3
Missouri Mastery and Achievement Test Scores
Spring 1988 and 1989
Graph Form
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Analysis of the eleven key skills assessed by the
reading cluster on the 1939 MMAT revealed that students
in the experimental group scored higher on eight skills
closely associated with reading comprehension.
Comparisons of the mastery level of the two groups are

as follows:

MMAT Key Skills Control Experimental
Mastered Group Group
Contextual Word Meaning 81% 1007
Story Elements 100% 897%
Author's Purpose 387% 67k
Cause-LEffect 887 100%
Character Comparison 75% 1007%
Main Idea 56% 83%
Summarization 507 83%
Outcome Prediction 88% 837
Conclusions/Generalize 94% 837
Problem Solution 887 947%
Figurative Language 88% 947

Student Response

Teacher observations of the experimental group
noted positive (and at times enthusiastic) response to
the literature club method of teaching reading. If the
teacher would fail to begin the Tuesday and Thursday

discussion groups on time, the students quickly

—



39
reminded her "it was literature club day." The group
discussions also generated interest in the book being
reviewed for other members of the class. Four times
during the duration of the experiment, students asked
permission to become involved in a second group because
the book sounded interesting., Other students checked
out library books of the same title or by the same
author after hearing classmates' interpretation of a
particular title.

Engaging in the extension activities after
finishing a book was also important to the students in
the experimental group. Subjects were allowed to work
individually, with a partner, or in a large group.
Project ideas were initially teacher-generated, but
student input became more prevalent as the school year
progressed. (See Appendix B for a list of titles and
corresponding activities.) Students worked on the
projects in their free time; instructional time was
seldom used to complete these activities.

Research by Moray (1978), Bouchard (1971), and
Martin (1972) found the type of stories presented in
basal readers did not coincide with student interests.
Both groups of subjects were asked to rate the stories
they had read, using the following scale: 1 =

excellent, 2 = very good, 3 = good, 4 = fair, and 5 =

poor (see Appendix C).
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Control group students rated the Houghton Mifflin
basal reader stories slightly above the "good" range.
Average group scoring of the selections equaled 2.67,
with individual ratings ranging from a high of 2.0 to a
low of 3.3. The average rating of literature club
selections by the experimental group was 1.93, in the

"very good" range. Individual averages varied from a

high rating of 1.38 to a low of 2.71.




CHAPTER V

CONCLUSIONS

The purpose of this investigation was to determine
if a shift away from basal readers would demonstrate:
1. a measurable improvement in reading vocabulary and
reading comprehension as measured by the California
Achievement Test, and

2. a significant improvement in attitude toward
reading, as measured by the Estes Attitude Scale,
among fourth grade students.

The results of the study suggest that the use of
tradebooks to supplement and enhance a skill-oriented
basal program can produce significant gains in the
areas of reading comprehension and attitude toward
reading. Some difference in vocabulary development was
noted between the control group using basal readers and
the experimental group, which used tradebooks to
supplement the basal readers. This variation was not
large enough to be considered statistically
significant, however. Missouri Mastery Achievement

Test scores indicated strong gains in reading

comprehension skills for the experimental group.
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Limitations of the Study

One of the experimental variables with could not

be controlled in this investigation was the threat of

history. Vockell (1983) defines "history" as "any
extraneous events occurring in the environment at
the same time the experimental variable (the
treatment) is being tested" (p. 127).

The Washington Public School district covers a
large geographic area, with five elementary buildings
in rural settings. School-wide events and the
educational atmosphere vary between the different
communities and the individual buildings. It was
impossible to control the threat of history to the
internal validity of the study during the testing
sessions or throughout the course of the treatment.

The results obtained in this project are similar
to those reported in a more extensive investigation of
second graders by Eldredge and Butterfield (1986).
Their study found a combined skills and literature
approach produced significant gains in both reading
achievement and attitude toward reading. The scope of
the present study was limited to a total of 37 fourth
graders, 16 in the control group and 21 in the
experimental group. While the treatment seemed to be

successful with this student population, caution needs
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