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CHAPTER 1
INTRODUCTICH

Statement of the Problem

The problem of this study was to determine some
relations between changes in reading skills and changes in
certain selected aspects of self-concept accompanying a
remedial-reading program for elementary school boys with
low reading ability ard ressonably normal intelligence.

Attempts were made to answer these questions: (a) Are
the self-concepts of the boys who particlpate in a clinical
remedial -reading program related to their reading abili-
ties? (b) Are the self-concepis of these children
significantly different from the self-concepts of a com-
parable group of pupils who do not qualify for reading
clinic programs because they are not handicapped by reading
deficiencies? (c¢) Do the self-concepts of the reading
clinic pupils change significantly after approximately one
semester of clinical experiences? (d) Are the reading
clinic boys' changes in self-concept related to corre-
sponding changes in their reading abilities?

Pevelopment of this problem was centered around these

areas: (a) identification and description of self-concept,



(b) measursement of self-concept and reading skills,
(¢) relations between self-concept and reading levels, and
(d) changes in self-concept and reading levels related to

experiences in a c¢linical remedisl-reading program.

BEypotheses

Solution to the problem and answers to the four ques~
tions were sought by statistically testing the tenmbility
of these hypotheses: (a) For boys with approximately
normal and equal language factors of intelligence, levels
of personal, social, and total aspects of self-concept are
positively associated with levels of wvocabulary, comprehen-
sion, and total reading skillas. (b) For boys with
approximately normal snd equal language factors of intel-
ligence, there is a significant difference between the
levels of self-concept of pupils with persistent resding
problems and the levels of self-concept of pupils with
reasonably normal reading abilities. The null hypothesis,
that no significant population difference exists between
the mean self-concept levels of the experimental and con-
trol groups, was the one statistically tested. (c¢) Changes
in the levels of personal, social, and total self-concepts
are assoclated with experiences in a c¢linical remedial-
reading program. The null hypothesis was tested
statistically. (d) Changes in the levels of personal,



gocial, snd total aspects of self-concept, associated with
experiences in a c¢linical remedial-reading program, are
each pogitively related to corresponding changes in vocabu~-

lary, comprehension, and total reading levels.

Background and Significance of the Study

Numerous experimental studies have been made in the
area of remedial reading; attempts have been made to pro-
vide a better understanding of the factors assoclated with
the child's inabllity to read the printed page sufficiently
well to meet our school standards (16, p, 1). The modern
schools' demands for reading comprehension--and, to a
lesser degree, speed~-~have been exceedingly great. Many
puplls have been found to be operating on a reading level
far below that regquired of them, Frequently, about one
fourth of a ¢lase has been conslidered tc be encountering
serious reading difficulties (17, p. 922). This has called
to the attention of educators the vital need for preventive
and remedisl measures to combat reading deficiencies (34,
P. 69), 1t has been well established that the reading
ability of the reasonably normal child ean be improved;
there seems to be little doubt regarding the value of
disgnostic and remedial inastmuection (17, p. 92%). Yet,
there still is an urgent need %o redefine remedial reading
techniques and to study carefully the individual needs and
deficiencies of c¢hildren who fail to learm sufficiently in



regular classroom situations (17, p. 923). The need for
this type of study lies within the needs of the chilé him~
self. A better plcture of the learner and of the factors
which influence lesraing appears to be appropriate and
ngceggary for improvement of the teaching-lesiming process.
Experimental studles have shown that the reading
process is a complex behavior influenced by msny inter-
related factors, Correlations of reading ability with
intelligence are generally reported to be .50 or less,
indicating that factors other than intelligence are related
to reading achievement (17, p. 923). Emotional maturity
and personality adjustment have been listed with intelli-
gence, langusge development, sex, eye-hand dominance,
socio~econcmic level, auditory discrimination, visual
perception, physical defecta, health, and others as factors
which were considered to be associated with reading prog-
ress (26). Research must give more attention to such
factors; the findings of these studies should be inter-
preted in terms of modern educational psychology and the
principles of ehild growth and development (17, p. 923),.
Considerable experimentation has been made in the srea
of personality and its relation to learning (16, p. 1).
Personality is an elusive construct; yet, 1ts significant
role in helping parents and educaters to understand chil-

dren better 18 very essential to good imstruction (32,



p. 633). Certain contemporary American psychologists have
postulated that the concept of the gelf 1s the one measur-
able and consistent core of personality and that other
observed tralts are merely manifestations of the inter-
related aspects of an individual's total personality (10,
p. 26). The theories of Lecky, Rogers, Snygg and Combs,
and others have stressed the individual's perception of
himself as the central determining force which influences
his behavior (24, p. 203). 4 poor self-concept leads to
attempts of the thwarted pérson to defend himself agalnst
pressures and threats to himself (11, p. 135; 27, p. 5003
29, pp. 115-116)., Feelings of insecurity, inadequacy, and
inferiority hamper intellectual development. For example,
the pupil's inability to sttack new words in reading 1ls
claimed to reduce his confidence in his ability to read
efficiently (14, p. 20). He considers himself to be a pooxr
reader, snd his inability to read effectively supports this
gself-image (1%, pp. 14~15). Several studles of the self-
concepts of adults, particularly those undergoing therapy,
have been made, but relatively few such studies have been
done with children (10, pp. 489~496; 24; 26, pp. 132-185).

Educators have begun to recognize the value of the
self-concept 2s a construct which might be used in the
investigation of psychological factors assoclated with
learning and development (24, p. 203). School



administrators, teachers, counselors, psychologists, resd-
ing clinicians, parents, and other persons have begun to
utilize this concept in thelr attempts toward a better
understanding of the child as an integrated, striving,
growing, and developing individual,

An approach to reading instruction like the one pre-
geribed by Kottmeyer (11) has provided our schools with
some important basiec principles of diagunostic and remedial
methods and technigues. Physical defscts, eye movements,
phonetica, mechanical instruments, and the liks have
received due consideration in the teaching of reading.
This point of viei seemed %o stress the physical and
atomistic causes of poor reading ability. Logical mech-
anistic thinking appeared to emphasize more instruction
in the particular areaz of remedisl resding needed by the
child with reading difficulties,

An organismiec and holistic psychological frame of
reference seemed to give more attention to the individual's
feelings, personal problems, removal of pressures, more
permigsive atmosphere, relaxation, and considerations of
the whole child. Mechanical methods have been criticized
on the grounds that they often treat symptoms rather then
basic causes of maladjustment (35, p. 144), It has been
concluded that a reading method which does not consider

personality treatment should be discarded (4, p. 7).



Growth in reading ability has been considered as an aspect
of the growth of the whole chilid (18, p. 978).

The "lock~and-say” snd "phrase" methods of reading
instruction have placed more emphasis on Gestalt configura-
tions and meaning in context (5, pp. 9-16). Grace Fermald
has utilized meveral avenues ¢f perception, including the
kinesthetic sense, in the teaching of resding (7). Beulah
Ephron has related the reading program to the underlylng
emotional factors and has made use of c¢linical case
studies, interviews, and psychotherapy in her trsatment of
ramedial reading pupils (6). 4Applications of the self-
concept in terms of non-directive therapy (1) and play
therapy (2) have been advocated for the improvement of
instruction by Virginia Axline, Carl Rogers (27), and
others, Various methods and technigues for the teaching
of remedlal reading have been described (9). Since the
achievenent of reading proficiency is part of the iadi-
vidual's total development (31, p. ix), and since many
interrelated factors, ineluding perscnality, influence
reading progress, a somewhat eclectic and interdisciplinary
point of view was taken for this study.

4 large southwestern school system has operated five
reading clinies for pupils with reasonably normal physical,
intellectual, and emotional properties and with persigtent

reading problems. Attendance in the reading clinic was



voluntary and in addition to the regular academic progranm.,
Attempts were made to provide & balanced integrated com-
bination of individual remedial-~reading instruction with
counseling and guidance in personality adjustment., The
needs, purposes, interests, and abilities of each pupil
received due consideration. =Efforts to establish rapport
with the child and to understand him empathically were
sought and maintained during his ¢linlical experiences.
His interest in reading was encouraged through hils own
choices of reading materials on his own reading level,
His self-confidence was bolatered through encouragement
of initiative in reading activities and record-keeping,
knowledge of hig improvement, progress at his own rate,
removal of pressures, and the llke. Individual instruc~
tion, rether than the group instruction of the classroom,
was the watchword of the cliniecal environment.

Such & remedial~reading program seemed to be bhased on
organismice principles which stressed considerations for the
whole child, It has been advocated that children with
reading problems need more instruction in the mechanics of
reading (8; 12). It has also been advocated that, for poor
readers, changes in personalities will help bring about
changes in reading abilities (6). This study raised a
secondary questlion, "Is group or individual psychotherapy,

geparate from remedial-reading instruction, necessary or
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can such instruction be given simultaneously in conjunction
with therapeutic counseling and guidasnce to briang about
expected reading and persconality improvements?" No
attenpte were made in this investigation to compsre
directly the results of such separate and combined pro-
grams, However, in the testing of the tenability of the
third and fourth hypotheses, the changes in gelf-concept
and reading levels of the reading cliniec pupils were com~
pared with such changes of a control group. This gave some
indication of expected changes for such groups of pupils
and of the values of the type of clinical remedial-reading
program utilized,

From this theoretical and practical background, it
seemed appropriaste to attempt to seek further evidence
which might help to answer the primary question, "What
relations exist betwesn changes in reading skills and
changeas in certain selected aspects of self-concept accom~
panying a ¢linical remedial-reading program for elementary
school boys with low reading ability and reagsonably normal
intelligence?” IV was hoped that a clearer understanding
of such relationships might emerge and have some implica-
tiona for the improvement of the teaching-learning

situation.
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Definition of Terms

In this study the following terms have the ipdicated
meanings:

"Clinical indlividualized instruction™ was the
teaching-counseling relationships experienced by the sub-
Jects of the experimental group in the remedial-resding
¢linio environment,

"Persistent reading problems," "reading deficiencies,™
and "reading retardation® referred to the low reading
achievement levels of the experimental group members.

These pupils were selected for the reading clinics because
at the time of their admizsion they were operating on a
total reading grade placement level of approximately two or
more years below national statistical norams.

"Personal adjustment” wes assumed to be "based on
feelings of personal security"” (33, p. 3). Its measurement
and prediction were bhased on the personal sdjustment scores

made on the California Test of Personality.

"Personality” was considered a theoretical paychologi-~
cal congtruet (32, p. 590) "organized around the concept of
1ife adjustment as & balance between personal and social
adjustment” (33, p. 3). Its measurement and prediction
were determined from the total adjustment scores made on

the California Test of Personality.
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"Reagonably normal” pupils were those bhoys selected
for subjects of this study. Most of their intelligence
guotients fell within the range of 85 to 115 (5, pp. 19 and

259) and were measured by the California Test of Mental

Maturity. The mean intelligence quotient for the experi-~
mental group was 98.4. The mean individual test
intelligence quotient for this group was 102.4 with a
range from 90 to 114, The mean intelligence quotient for
the control group was 94.,1. This term disrsgarded pupils'
differences in reading achievemsnt, It eliminated pupils
with outstanding physical and ewmotional defscts, which were
revealed by health histories and examinations recorded on
cumulative records and in case study folders.
"Self-concept” was defined operationally in this study
to describe the individual'’s feelings, bellefs, and atti-
tudes which he perceived to be characteristic of himself
(23, p. 204) as evidenced by his verbal, self-referrent
(30, p. 242) responses to the items on the California Test

of Personslity. These responses were classifed as per-

sonal, social, and total adjustments and were consldered to
be symonymous with persoral, social, and total aspects of
personality. It has been claimed that the acceptance,
rejection, or ambivalence a person feels toward his self-

concept is related to his adjustment (25, p. 15%).
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"Self psychologists" referred to those contemporary
American psychologists who have postulated and emphasized a
self-concept as the most laportant single human attribute-—-
the key to understanding behavior (10, p. 26).

"Social adjustment” was assumed to be "based on
feelings of social security” (33, p. 3). Its meassurenment
and prediction were derived from the social adjustment

scores made on the California Test of Fersonality.

Linitations of the Study

This study was limited to the application of certain
selected aspects of self-concept as deflned above. It was
further limited to the relatedness of these aspects of
self-concept to reading comprehension, reading vocabulary,
and total reading skills of the subjects studied., It has
not been the primary purpose here to explain the caunsal
factors for eany relationships found.

This investigation was confined to a study of an
experimental population of seventy-two reasonably normal
white boys, who had been enrolled in grades four, five,
six, and seven of a southwestern metropolitan system during
the school terms of 1958-1959 or 1959-1960. Pupils with
cutstanding physical, intellectual, or emotioral problems
were excluded from the poepulation of this study. A control
group consisted of the same number of comparsble children

who had no gerious reading deficiencies.
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It was anticipated that the conclusions drswn from the
findings of this investigation would be applicable to the
subjects examined or to like groups of reading clinic
pupils,

Bagic Assumptions

4 basic assusmption which seemed necessary to the
identification and clarification of this problem was the
somewhat eclectic, synthetic, and integrated point of view
that self-paychology does not completely eliminate all
principles of mechanistic psychology. IV merely emphasizes
the internal frame of reference as a most important one o
employ in attempting to understand the multitude of
behavioral processes, including learning and personality.
Such a position did not deny the importance of the tan-
gible, directly observable, and measurable overt behaviors
postulated by the peripheralists; it did, however, stress
the centralists' feelings, needs, desires, and intentions
as major determinants of human behavior (32, p. 695). The
self-concepts of personzl worth, belonging, freedom, sfelf-
reliance, self-concern, and the like were recognized as
aspects of this latter category of personality determinants,

This assumption impliced that there exists nc one per-
fect theory which has proved completely effective in the
accounting for the multiplicities of molar behavior (28,
p. 115). FHNeither was there an argument for a choice



i4

between the dichotomy of mechanistic versns field theories
of learning or other human behaviors. "A theory is valid
only to the extent that it proves useful im predicting oz
providing for control of behavior; there iz no right or
wrong in the matter but only convenience” (28, p. 116).
Therefore, no inference was intended that any unified
theory is Dest; no attempt to evaluate the merits or short-~
comings of any particular theory was edvocated.

Several eclectiic theories of personality have been
proposed (103 32, p. 607). Among them were: (a) Gardmer
Murphy's interdisciplinary blo-social theory (21),

(p) Henry A. Murray's personology (22), and (¢) Goxrdon
Allport's psychology of the individual (3). Hall and
Iindzey (10, pp. 539, 545, and 548) illustrated the self-
peychologist's emphasis on purposiveness and
gelf-consciousness of the human organism. Of the seventeen
personality theories considered by the authors, only three
received low ratings on purpose and self-concept as deter-
minants of behavior. Thirteen were rated high on purpose
and eight were rated high on self-concept. Thus, it
appeared that the self-concept was a leading factor in many
of the contemporary theories of personality. "In one form
or another, the pelf occupies a prominent role in most cur-

rent personality formulations" (10, p. 545).



15

A second sssumption seemed necessary. The prediction
of human behavior ¢an be made from the self-concept. It
might be argued that the self-concept reveals how an indl-
vidual feels bud it does not necessarily tell what he will
do. Moustakas {19, p. 10) believed that a person's percep-
tion of himselfl determines how he will behave. Raimey
(22, p. 209) saw the self as a determinant of behavior.
Hopking (11, p. 10) was of the opinion that, in the predic~
tion of human behavior, the perception of an observer was
not as important as the perception of a situation by the
observer. Snygg and Combae (29, p. 58) defined the basic
human need ag the "preservation and enhancement of the
phenomenal self.” "lMost of the ways of behaving which are
adopted by organisms are those which are consistent with
the concept of self" (27, p. 507). This basic assumption
did not claim that an individual will behave as he feels
100 per cent of the time; it simply stated that a reason-
able and reliable prediction of his behavior can be made

from his self~concept.

Plan of the Invegtigation
Af%er a survey of contemporary professional litera-
ture, experimental studies, and published tests,
appropriate instruments for measuring mental maturity,
reading achisvement, andé self-concept were selected.

Comparable experimental and control groups were matched
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by pairs on the basis of sex, chronological age, grade in
school, and language factors intelligence quotient. The
tests of reading schievement and of self-concept were
administered to both the experimental and the control
groups. Approximately four calendar months (about seven-
teen school weeks) of clinical individualized instruction
~ were provided for the experimental group by the reading
¢linics. Then retests in reading and self-concept were
administered to both groups to determine any changes in
the reading and self-concept levels.

Deseriptive infermation about the experimental and
control groups was collected from: (a) pupils' cumulative
records, (b) referrals for individual study, (c¢) records
of psychologlcal examinations, (d) clinicians' and
teachers’ reports and aneedotal records, and {e) parents'
guestionnaires on pupils' medical and developmental
history. These data were recorded on a descoriptive
information sgheet, studied for indications of similari-
ties and differences of the two groups, and statistically
tested for significance of these differences.

Some factors considered were: socie~economic status,
step~parents or broken homes, grades repeated or skipped,
achievement grade placenments, school readiness percentiles,
phyéical defects, nervous symptoms, and behavior problems.

Further descriptive data regarding the experimental group's
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intelligence, reading achievement, personality, interests,
end clinical experiences were gathered, studied, and
statistically treated.
The four hypothesas were statistically tested:

(a) Using initial test data on both groups, Pearson's
product moment coefficients of correlation were computed
for each of the reading factors with each aspect of self~
concept. (b) Using initial test data and Pisher's %
technique, the significance of the difference between the
neans of the two groups was statistically computed for
personal, social, and total aspeets of self-concept.

(c) Using Fisher's § technique, the significance of the
amount of change (differences between initial end retest
data) in self-concept levels of the experimental and con-
trol groups was statistically tested. These computations
were for personel, social, and total aspects of self-
.concept. (d) To relate the amount ¢f c¢change in reading
levels to the amount of change in self-concept levels of
the experimental group, the difference scores (derived from
the scores made on initial and retests of self-concept)
were correlated with the differences in reading grade
placement deviations from actual grade placemente {taken
from initial and retests of reading achievement).
Pearson's product moment coefficients of correlation were

computed for the same aspects of self-concept and of



reading that were uged in the testing of the first
hypothesis,
Conclusions and recommendations were based upon the

statistical findings of the astudy.
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CHAPTER 1I
URDERLYING THRECRY CF PERSONALITY ARD READING

Some Contemporary Theories of Personality

Since the development of psycholegy from experimental
physiology and philosophy ia the latter part of the nine-
teenth century, perscnality theory has played a digsident
and functional part (17, p. 4). Personality, as the
reflection of individuality, has been interpreted in
various ways (%6, p. 5%4). Fersopnality theory hasg been
influenced by smeveral rather recent approaches: (a) the
traditional clinmical observation of Charcot, Janet, Freud,
Jung, and McDougall; (b) the Gestalt point of view of
William Stern; (c¢) the impact of experimental psychology;
(d) psychometrics; (e) social anthropology; and the like
(28, p. 2). Personality has been defined in terms of
{a) typal systems, (b) developmental-descriptive concepta,
{¢) dominsating purposes, (d) psychological needs,
(e) psychological traits, and (f) "consistent complex of
self-regarding attitudes or ege structures™ (96, p. 594).
The several contemporary theories of personality have
stressed, to s grester or lesser degree, various dster-

minants of behavior: (a) purpose, (b) unconscious aspects,
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(¢) reward or reinforcement, (d) association, {(e) heredi-
tary factors, (f) early events in life, {(g) holistic and
organismic properties, (h) psyehological environment,
(i) group membership, and (J) self-concept (28, pp. 21-27
and %39-547), The study of personality has followed rather
distinet schools of thought: (a) the peripheralists, who
are concerned with the directly observable behavior pat-
terns and tangible, measurable attitudes and traits, and
(b) the centralists, who are concerned with the underlying
covert constructs of feelings and desires (96, p. 596).

is was previously stated inm the introduction, it was
not the purpose of this investigation to advocate any
particular theory of personality; however, those principles
concerning a consistent view of the concepts of the selfl
were stressed., Although both points of view have been
recognized, the centralists’ approach to the study of
personality has been favored over the peripheralists’® point
of view., Concern has been given to feelings and desires as
well as to overt behaviors. Ewphasis was placed on the
importance of purpose, gelf~concept, holistic and field
properties, and organismic principles; yet, attempts were
made to maintain an interdisciplinary and integrated bal-
ance of the importance of: (a) biology and social sclence;

(b) heredity, early developmental experiences,
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psychological environment, and group pexbership determi-
nants of behavior; and (c¢) multiplicity of motives.

No attempt has been made in this study to conduct an
exhaustive survey of theoretical description and historical
background of the self-concept and its relation to reading.
However, it seemed appropriate to cite some rather typical
expressions of some of the professionally recognized con-

Ttemporary writers in this area of educaticnal paycholegy.
Some Self-concept Theories

Historical Backpround of the Congept of the Belif

Considerable study and experimentation have been given
to the aspects of personality and temperament by psycholo~
gists and educators (20, pp. 126-263; 26, pp. 189-197),
Attempts have been made to reduce persconality to its major
aspects, determinants, traits, levels, or basic parts (28,
pp. 1-27; 96, p. 594). Yet, the measurement of personality
still remains a difficult matter and much is to be learned
about personality determinants, the interrelatedness of
personality aspects, and the relationship of perscnality to
the learning process. '

For several centuries, pecple have been intrigued with
the human capacity to observe and Judge oneself as a major
determinant of behavior (20, p. 230). Within the past

guarter of a century, the concept of the self has omerged
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from a mystic process (59, pp. 64~65). Scientific psychol-
ogy has tended to view the self as a pragmatic construct
rather than as some psychic entity, such ag & soul, mind,
will, ego, or self. A considerable amount has been written
on the subject by psychoanalysts, fleld psycholegists, and
gocial psychologists; yet, there seems to be no complete
agreement among contemporary writers in this field as to
the definiticn and description of the ego or self. Various
meanings attached to these terms have led to some confusion
in psychology. Perhaps much of the difficulty lies in the
semantics involved {98, p. 9).

The psycheoanalysts, Freud, Adler, Jung, and others,
have employed an ege or self throughout the history of
their schoel of psychology. E. B. Titchener, Willism
MeDougal, William James (38), and G. Stanley Hall “"posited
a selfl or ego as a conception without which psychology Jjust
wouldn't make sense" (79, p. 11). &. H. Mead, C. H.
Cooley, and W. Sterme helped to keep the self-concept from
digappearing completely from the psychological literature
when behaviorism dominated psychological thought. John
Watseon and others considered the self and its soulful ante-
cedents unnecessary to explain human dehavior; his
objective science of animal behavior found the self a
"mentalistic concept too subjective for sclentific con-

sideration” (12, p. 113). The philosophy of John Dewey
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contained the gelf-concept as an important influence on the
educational trends of the twenties (12, p. 112). 8ince
1930, the self-concept has gained considerabls prominence
in psychological thought. G. W. Allport's book,
Personality: A Paychological Interpretation, helped to

revive the importance of the self. Much of the credit for
the focusing of attention on the concept of the self must
be given to K. Koffka, K. Lewin, M. Sherif, and H., Cantril
(12, p. 113).

Several kinds of selves have been postulated:
(a) physical self, (b) ideal self, (c) pure ego, (d) empir-
ical self, and the like (28, 38). Elizabeth Amen has
pointed out the weaknesses of three suggested selves of
scientific, sensational, and self psychology (4, pp. 1-13).
Ro one description of the self geemed to be complete and
all inclusive. In his recent book, The Self: Explorations
in Personal Growth, Clark Moustakas has collected excerpts
from the writings of several self psychologists in an
attempt to gain a more unified conception of this personal
self, man's intrinsgic nature and key to "human joy, happi-

nesas, and fulfillment” (59).

Some Definitions and Descriptiens of the Self-concept

The self of modern psychology has been given at least

two definite meanings: (a) the self as an object and
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(b) the self as a process (28, p. 468). The former denotes
what an individual considers himself to be and includes his
perceptions, feelings, attitudes, and evaluations of him-
self. The latter definition regards the self as a doer and
is made up of a group of psychological processes (thinking,
remembering, perceiving) which govern behavior. There is
n§ general egreement among peychologists as to the meanings
given to the terms "self"” and "ego." Some writers have
employed one of these to mean the self-as-an-object and the
other to refer to the self-as-a-process; others preferred
to use these terms interchangeably, denoting the self as
both an object and doer (28, p. 468). Whether the self is
considered to be an object or process, in modern psychology
it is not a metaphysical concept or soul but is regarded as
& psychological process governed by csasusallity principles
(28, p. 468),

The Freudian ego was considered to be the primary
determinant of behavior, since it chose the environmental
agpects to whieh it would respond and determined the
ingtincts which would be satisfied (28, p. 34). To sccom-
plish these functions, the ego had to attempt to integrate
any conflicting demands of the outside world, the id, and
. the superego (28, p. 34).

The basic concept of Carl Jung's analytic paychology
of total unity was the self or totality of the psyche (41,
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p. 96). The ego was the conscious mind; the self held
together the other aystems and made provisiocas for unity,
stability, and balance of personality (28, p. 85; 41, p.
96). The goal of life was thought to be the self, which is
seldom attained (28, p. 86).

The neo-Freudians disagreed with Freud's emphasis on
the blclogical determinants of behavior; they believed that
personality tralts are developed in the individual as a
member of society instead of resulting from an imitetive
process (20, pp., 257-259).

Alfred Adler postulated a creative se¢lf which did more
than just release tension; it was a perscnalized systen
which interpreted and gave meaning to the individual's
experiences (1, p. 5; 2; 28, p. 117). Consciocusness was
the core of Adler's psychology of personality; he con-
sidered man to be capable of planning his self-realizing
behavior (28, p. 118)., The creative self of Adler provided
life its meaning; it was both the goal and the means to
attain the end (28, pp. 124-125). Adler firmly believed
that the individual relates himself to the outside world
according to hig own interpretation of himself (1, p. 5).

Erich Fromm's theory of personality stressed feelings
of self~awareness, self~creativeness, belongingness, and
perscnal identity (2%4; 28, pp. 128-129; 59, pp. 64-65).

According to Froamm, man adjusts to social demands by msking
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a compromise between his inner needs and the external con-
ditions (28, p. 129) as he attempts to meet his economic
necessities (20, p. 258).

The self has been described by Karen Horney aa the
individual's central core and gource of growth (34, p. 8);
1t cbnstitutad the basis for values and goals in life (59,
P. 220). She classified her ten basic needs of man under
three headings: love, independence, and pover. Horaey
felt that human conflicts can be resolved by integrating
these needs; she designated some of the destructive and
unhealthy effects which come from an idealiged self as:
(a) self-contempt, (b) search for glory, (¢) over-
dependency on others, (d) self-abasement, and the like
(28, p. 134). The maintenance of the real or true self
was deemed to be the most consistent value & person
experiences.

Harry Stack Sullivan's dynemism of the self or self-
system protected man from anxiety; self-esteem was
protected from eriticism (28, pp. 1%38-139). The self-
system was considered to be the result of the irrational
aocial factors and often interfered with a person'’s ability
to get along favorably with other members of society (28,
p- 139; 90, p. 190). It was derived from the interpersonal
aspects of a persoen's enviromment to avoid anxiety (90,

p. 190).
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The gocial-interactional theory of self emerged from
the efforts of Balduin; Cooley, Dewey, G. H. Mead, and
others. It has been pointed out that all these men cannot
be considered as forming one school of thought. Some of
them emphasized the social interaction in the formation of
and operation of the self while others stressed the par~
ticular social situation to which the individual is
continually reacting (103, p. 295). The formation of
personality was considered to be largely the result of
the dynamic socio-culfural aspects of the envirconment.

The importance of cultural training during the early years
qf life, in the formation of ideas, habits, attitudes, and
values, was stressed by this group (56, p. 135; 103,

D. 295). The individu;l is molded by sceisl expectations
which lead to social roles; his self-concept is formed as
he perceives what other people expect of him (20, pp. 251~
252). This aelf-con@apt has been defined as the person
seen by himself in a "socially determined frame of refer~
ence™ (20, p. 252; 61).

George H, Mead's self-as-an-object of awareness,
rather than a self-as-a~process, was thought to be acquired
from a no-self in a social situation (28, p. 474; 56,
rp. 136~140). An individusl may possess seversl selves,
such as: {(a) family self, (b) school self, (¢) business
self, (4) church self (28, p. 474).
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The ego of Sherif and Cantril was defined as a con-
stellation of attitudes pertaining to what a person values,
identifies with, and thinks of himself (28, p. 471; 81,

p. &); these attitudes are related to the "I" and "my”
experiences (81, p. 4). They msserted that the ego is a
self~as~-object; yet, by implication it is a sslf-as-process
since it motivates behavior (28, p. 471), These writers
strongly believed that a person'’s ego is essentially com-
posed of the peraonsl and social values that he accepts
(81, p. 151).

P. M. Symonds defined the ego as thinking and per-
ceiving processes which develop and execute plans of action
for satisfying inner drives (28, p. 469; 92, p. 4). The
8elf referred to the processes as they were observed and
reacted to by the individual (92, p. 4). The manner in
which a person percelves, thinks of, values, enhances, or
defends himself constituted Symond's self-concept (28,

p. 469).

Hubert Bonner explained that the self-image is derived
from a person’s perceived attitudes that others have for
him, He thought that gelf-evaluation is influenced by the
attitudes of other people around us; self-esteem is one’'s
reaction toward the opinions of other people for the indi-
vidual (12, p. 121). Self-image, self-esteem, and
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seif-perception influence personality and behavior; feel~
ings of belongingness give self-acceptance and security.

Symonds and Bopner explained how the self-concept is
not present at birth but develops gradually and modifies
with expexience as the individual differentiates himself
from others in social interaction (12, p. 115; 92, p. 62).
Bonner pointed out that, in tihis age of competition, the
need to compare one's gelf with others is almost compulsive
(12, p. 140). This leads to a person's setting of hig
goals or values to be attained. His level of aspiration
influences his self-concept; the self is constantly recon-
structed according to the level of success one must achieve,
This enables the individual to receive some reward in the
form of recognition from others and keeps the self-esteem
intact. 4n uwnrealistic level of aspiration often leads to
fallure, poor adjustment, and submissive attitudes (35,

p. 468). A poor reader may become somewhat frustrated and
emotionally disturbed when called upon to read orally in
the presence of pupils who are good readers.

It has been suggested that the individual nay possess
more than one self (38, p. 292; 79, p. 12). He may even
have & self-concept for each of the social roles he plays,
e. g., athlete, party-goer, pupil, sibling, son or
daughter, clothes-wearer, pet-lover, Sundaylachool goer,

speech maker, sartist, musician, play actor, club officer
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or member, hobbyist, and the like (20, pp. 251-257; 64,
p. 229). This seems closely related to the gelf categories
suggested by Jersild (39, pp. 135-141).

Hedge ILundholm differentiated between a subjective
self and an objective self; the former was believed to be
composad of words or other symbols, which enable the indi-
vidual to apprehend himself, The latter consisted of those
synmbols which make possible an individual's gelf-
deseription as perceived by other people {28, pp. 4#70-471;
49, p. 125).

T. R. Sarbin considered the self to be composed of
several empirical selves: asomatic self, receptor-effector
aelf, and social self. They were believed %o develop in
the sequence given above (28, pp. #71-472; 79). He used
the terms ego and self interchangeably. Sarbin hypothe-
gized that the social self, as a cognitive structure, is
absent or poorly developed in delinguent boys (79, p. 20).

E., R, Hilgard‘*s inferred self-image was derived from
nonintrospective methods, such as projective techniques,
which eliminate the possiblllties of distortion of the true
self by conscious factors alone (28, p. 473; 31, p. 375).
He defended the thesis that all mechanisms of human adjust~
pent imply self-reference and are understandable when the
self-concept is employed.

William Stephenson believed that a person's selif-

concept can be derived from his self-referrent statements



(28, p. 47%; 85, p. 242). His Q-methodology has been
widely used for studying quantitatively self-reflections.

Isodor Chein attempted to resclve the ego-self con-
flict, He thought of the self as the content of awareness
and the ego as the motivational cognitive structure dbuilt
up around the self (16, p. 306; 28, p. 473).

Raymond Cattell proposed a complex factor theory of
traits, but he added his differentiated concept of the real
self (ag one wonld have to admit himself to be) and the
derivad.salf or ego sentiment (28, p. 404).

Crganismic theory assumes that one sovereign drive
motivates human behavior. EKurt Goldstein's self-
actualization or self-realization was such a motive, which
drives the individual to strive continuously to realize his
inherent potentialities (27; 28, p, 298). Unity and direc~
tion of a person's life were provided by this singleness of
purpose. Other so-called drives, like sex or hunger, were
considered to be mere manifestations of this master motive
(28, p. 304), According to Goldstein, the individual will
strive to avoid failure and maintain his self-confidence to
the extent that he may not even try whenever there iz a
possibility of failure (28, p. 309).

Andras Angyal described personality as a two-
directional activity: self-determination and
self-surrender (6, pp. 118, 181). The first pertained
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to the attitude toward the individual's inner world and the

latter dealt with the greater whole, of which he 18 a part

(6; 59, p. 49). These two orlentations complemented each

other rather than conflicted. I¢ is only in zbnormal

behavior that one or the other is partly destroyed or

eliminsted. Angyal defined hle symbolic self as the sunm

total of one's conceptions of himselfl; however, he warned

that this symbolic self is not always a true picture of ;
reality (28, p. 319). He referred to the ego as the i
psychological self (6, p. 120).

Abraham lMaslow contended that man's inborn nature i=s
essentially good (28, p. 326; 55). He has arranged the .
needs of the individual in hierarchical order from the most
potent to the least potent: (a) hunger and thirst,

(b) safety, (¢) belongingness and love, (3) esteen,
(e) self-actualization, (f) cognitive, and (g) aesthetic
needs (28, p. 326).

Prescott lLecky defined self-concept as the unity and
totality of one's personality. He conceived the idesa of
self-consistency as the basic unity or core of personality
(47, p. 1). The primary concern of the individual ig to
self~consistency or organized wholeness (28, p. 328),

Experiences which do not fit into the values of a person
are resisted and those that do fit are assimilated (28,
P. 328). Lecky felt that a person has the problem of
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maintaining inner harmony with himself and with his
environment, especially his social environment (47, p. 91).

Snygg and Combs contended that the phenomenclogical
approach and internal frame of reference are the correct
ones to employ in the study of personslity (82, pp. 6-9).
The individual should be observed from his own frame of
reference as he experiences his phenomenal field at the
moment. The phenomenal self-concept includea thoze aspects
of the phenomenal field which have been differentiated into
fairly stable and definite self characteristics by the
person himself. This is an abstraction of the phenomenal
self, which is both self-as-object and self-as-process,
because it consistsz of self-experiences and the phenomenal
field determines all behavior (28, p. #70; 81, p. 15). 4
person's one basic need is to maintain and enhance bhis own
phenomenal self (82, p. 58). ' Combs stated that the most
important ideas an individual ever has are those he holds
about himself (18, pp. 22-23).

L. Thomas Hopkins concelved the emerging self as the
central unitary characteristic of personality. Hopkins'
self was defined as the awareness of being, with all the
peanings related to it. It was what the person thought
himself to be--the real, intimate self (33, p. 320).

Carl Rogers gave a very complete description of the

salf, the perceived "I" with the values attached to it as
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differentiated from the entire percelived fleld (74,
pp. 497-498). BHe attempted to organize and list some
propositions $o serve as bases for the explanation of human
personality and behavior (74, pp. 483-524). Rogers'
theory of personality was a blended synthesis of holistic
and organismic, phenomenclogical, interpersonal, and self
theories (28, p. 478).

Clark Moustakas summarized some principles basic to
the recognition and understanding of the gelf:

The individual knows himself better than anyone
elge,

Only the indlividual himegelf c¢an develop his
potentialities.

The individual's perception of his own feelings,
attitudes, and ideas is more valid than any outside
diagnosis.

Behavior can be understood from the individual's
own point of wview.

The individual responds in such ways as to de
consistent with himself.

The individual's perception of himgelf determines
how he will behave.

Objects have no meaning in themselves., Indi-~
viduals give meaning and reality to them. These
meanings reflect the individual's background.

Zvery individual is logical in the context of his
own personal experience. IHis point of view may sesn
illogical to others when he is not understeod.

A8 long as the individual accepts himself, he
will continue to grow and develop his potentialities.
When he dees not accept himself, much of his snergies
willl be used to defend rather than to explore and
‘actualize himself.

Every individual wants to grow toward self-
fulfillment.

Every individual learns significantly only those
things which are involved in the maintenance of the
self. Ko one can force the lndividual to psrmanent or
creative learning. He will only learn if he wills to.
Any other type of learning is temporary and
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incousistent with the self and will disappear as soon

as threat is removed.

Concepts, ideas, symbols, and events can be
denied or distorted but experience is experienced in
the unique reality of the individual person and capnot
be untrue to itself, . . .

We cannot teach another person directly and we
cannot facilitate real learning in the sense of making
it easier, . . . The learning process is a unique
individualistic experience. . , .

Under threat the self is less open 0 spontaneous
expression, 1. &., more passive and controlled. When
free from thTeat the self is more open, i. 8., free %o
be and to strive for actualization (59, pp. 9-11).
Abstract gtatemenis like ideal-self, inferred-gelf,

and the like are viewed by lMoustakas as mere categories
which do not aid in better understanding of the self. The
self cannot be defined; it must be experienced since it is
the individual's totality (59, p. 1l1).

The self has been defined as: (a) thoughts, feelings,
attitudes, ideas, and values which constitute an indi-
vidual's consciousness of his existence (39, p. 9);

(b) "sum total of all he can call his" (38, p. 291);

(c) total of one's experiences (84, p. 18); (4) the
proprium or self, which includes bodily sense, self-
identity, self-esteem, self-extension, rational thinking,
self-image, propriate striving, and the function of knowing
(3; 28, p. 268); (e) the ego-idesl, which is an inspired
self or set of personal values or goals to be attained by
the individual (28, p. 170; 60); (£f) the map a person

refers to for self-understanding (68, p. 155).
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Several terms have besen used by the contemporary
psychologists to express some cdncepts about the self.
Some typlcal ones include the following: aspired self and
ideal self (28, p. 170; 29, pp. 215~217; 60), attempts to
attain goal of perfection (2, p. 47), creative self (1; 24;
28, pp. 117, 128), emerging self (33), phenomenal warmth
(28, p. 269), propriate striving (3; 28, p. 268), psy-
chological self (6, p. 120),;self—acceptance or
self-rejection (28, pp. 487, 491; 59, p. 169; 74, p. 139},
self-actualization (20, p. 23 28, pp. 96, 298, 304, 325,
4813 55; 59, p. 4; 74, pp. 487-489), self-awareness (6,

p. 117; 24; 28, p. 128), self-confidence and feelings of
superiority (2, p. 48; 27; 28, p. 309), self-consciousness
and self-criticism (2, p. 42; 4, p. 72; 28, p. 153; 56,

p. 255; 90), self-consistency (28, p. 328; 6; 74, pp. 500~
509), self-determination (6, p. 37; 28, pp. 198, 320; &0),
self-dignity and self-worth (3; 28, p. 125; 82, p. 63),
pelf-esteen and self-sggrandisement (2, p. 85; 3; 20,

pp. 266-275; 28, pp. 121, 268), self-expansion (6, p. 29;
28, p. 318), self-experisnce (4, p. 72), self-extension {3;
28, pp. 268, 276), self-identity (3; 28, p. 268), self-
image (3; 28, p. 268; 53, p. 452), self-interest (59,

PP. 67-68), self-maintenance and self-enhancement (28,

p. 481; 33, pp. 60, 124; 74, p. 501; 82, pp. 58-61), self~
realization (27; 28, p. 298; 82, p. 63), self-regard (28,



p. 489; 74, pp. 497-499), self-sentiment (28, p. 804),
sense of importance (3; 28, p. 269), and aymbolic self (6,
p. 120). Lack of space prevents the definitions and
descriptions of these terms as they were uged by the

various contemperary psychologists.
Theoretical Background for Reading Instruction

sSome Theories Which Have Influenced
the %nsfrucfigg of Reading

The teaching of reading has been influenced by the
various theories of learning which have gained recognition
during the past half century. Hilgard has divided these
gsehools of psychology into two major groups: (a) stimmlus~
responee and (b) cognitive (32, p. 8). Pavlov's
conditioning, Watson's behaviorism, and Thorndike's con~
nectionism stressed atomistic and mechanistic learning. A
 given stimulus was claimed to produce a given response, and
the value which caused the response was believed %o be in
the stimulus. Teachers set up situations to get desired
responses, The emphasis was on trisl-~and-error, repetition
or drill, and acquisition of babite (32, pp. 9-11). ILearn-
ing was supposed to be s mechanical process; by repeatedly
foreing neural impulses through the meurons, preferred
neural pathways (habits) were formed as reslistance was

broken down at the synapses. Reading instruction was
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reduced to the study of parts, words, or letters and their
sounds.

Stages through which reading instruction methods have
passed have been described by several writers (5, pp. 204~
294 17, pp. 4-17; 89, pp. 13-20; 101, pp. 5-15). The
alphabetical-oral method and the phonetic method of resading
ingtruction represented the atomistic sechool of thought.
In the former method, pupils were taught to spell out each
new word in its initial learning. All reading was oralj;
during silent reading periods, the child whispered familiar
words and spelled out the new words that he encountered. |
Clear enunclation was emphasized, and reading and spelling
were taught simuitaneously. HReading instruction was slow
and indirect, and failed to guarantee comprehension. In
the phonetic method, children were taught to nemorize
phonograms, or word families, and to sound out each letter
or letter combination within a word and each gyllable in
larger words, This method enabled the pupil to attack new
words and recognize words by their sounds. This was not a
gatisfactory method of reading instruction since the
English language is not fundamentally phonetic and since
it developed slow readers (17, pp. 6-7).

Somewhat newer reading instruction methods have
developed from the influences of organismic, Gestalt,
phenomenalistic, and functional schools of thought. Field
psychologists clalmed that learning is not merely a
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mechanical process; a given stimulus does not produce a
given response., That which causes the response is not to
be found in the stimulus but in the learner himself, Each
learner will respond differently because of hig different
experiences and purposes which give him meaning and value.
Emphasis was placed on cogrnitive, goal-secking, problem-
solving, purposeful, insightful learning (32, pp. 9-11).°
Bebavior was considered molar rather than molecular; the
child develops as a whole person. |

The look-and~say or sight method of reading instrue-
tion emphasized meaning and comprehension of words as they
appear in context. The child learned to recognize the
Gestalt configuration or visual pattern of the word as it
was written on the blackboard by the teacher. She pro-
nounced the word and asked the pupils to repeat it after
her. The meaning of the word was further stressed by its
use in & sentence and other demonstrations which helped the
c¢hildren to remember it. A disadvantage of this method wag
that 1t did not supply the pupil with an adequate method
for attackling new words, and the guessing of words some-
times occurred (17, p. 10). The phrase-~reading method was
an extension of the lookwand-say method and attempted to
teach whole phrases or short sentences as Gestalts (17,
Pp. 12-14). Often the recognition of a word occcurred only
when 1t appeared in the particular phrase in which it was
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learned., Individual words were not seen clearly. The poor
reader made little progreas with this reading method, since
he could perceive only one word or less at a time (17,

PP, 13-14).

The sentence-story method was the last one to be
introduced. It presented meaningful, whole thought units
and proceeded %o the smaller parts, thus making first read-
ing experiences interesting to the pupil (89, p. 15). The
discovery of individual words was left to the process of
individuation or the process of analysis (5, p. 241).

There seems to be no one best method for the teaching
of reading. No one method should be used exclusively; a
combination of methods to fit the individual's needs
appears to be the most effective (5, pp. 258-294; 89,
pPp. 16~19). Some methods are more effective with some
pupils than are octhers; a good teacher will keep the best
features of all methods (89, pp. 258-294; 17, p. 17).

It gsppears that certain theories of behavior and
lesrning are inadequate becaunse each stresses certain
features of behavior, such as learning or personality, to
the exclusion of other featurss (32, p. 326). Attempts
have been made to integrate the common elements of these
theories into & patterned eclecticism which endeavors to
provide an orderly, yet fiexible, framework (32, p. 457;
98, p. 437). Thorpe and Schmuller (98, pp. 387-435) have
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discussed several attempts to integrate learning theories
by Dashiell (19), Eellogg (42), McConnell (51), Hilgard
(32), Spence (83), and Leeper (48). These eclectic points
of view stressed some common principles of learning con-
cerned with the importance of goals, levels of maturation,
experience, emotions, instruction, cognition, and the like
(98, pp. 438-443), "Learning should be considered from an
eclectic point of view" (98, p. 437).

A basic assumption of this study was the somewhat
aclectic, synthetic, and integrated point of view that self
paychology does not eliminate all principles of mechanisgtic
psychology; it merely emphasizes the internal frame of
reference and one sovereign motlve of self-realization ,
advocated by organismic, Gestalt, and phenomenalistic
schools of psychology. Individual human behavior, then, is
not merely a mechanistic response to externsal stimuli; the
behaver's purposive self, emerging from his phenomenal
field, provides meaning to the interrelated aspects of his
total personality. Perscnality can no longer be adequately
expresged in terms of atomistic traits: perhaps the term
"dimension” might ﬁetter describe the degree along the con-
tinuum for any behavioral aspect, Dichotomies of honesty
versus dishonesty, good wversus ba&,.friandly versus
unfriendly, likeable versus unlikeable, self-confident

versus- unconfideat, and the like dc not seem entirely
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appropriate for personality characteristics. Such terms
are probably used only because they provide pragmatic
gemantical values, not because trait dichotomies actually
exist. This seems in agreement with John Dewey's opposi-
tion to dualities, 1. e., knowledge versus doing, emotion
versus intellect, mind versus body, freedom versus
authority, and the like (66, p. 5). ILearning is zcquired
in a meaningful whole rather than in a piecemeal fashiong
behavior is as an organized whole rather than as a series
of atomistic parts, Mind and body are not separate enti-
ties. Psychosomatic medicine has olsarly brought this to
our awareness. Learning and personality cannot be

separated.

Parson#litx and Reading

During the past guarter ceantury the professional
literature ¢of education and psychology has devoted con-~
siderable gpace to the relationship of reading and
personality. Research indicates that these two are related
but the extent and nature of this relationship is not
clearly understocd. Beulah Ephron believed that person-
ality factors enter into every reading problem case, since
reading achievement is part of the total development of the
individual (21, p. ix). Helen Robinson has pointed out
that some writers believe reading disability to be a



symptom of personality maladjustment while other writers
contend that reading failure has detrimental effects on
personality (72, p. 87).

Robinson further explained that this controversy was
due fo the various concepts of reading and to (a) the
divergent theories, which placed different emphasias on the
relationship of personality apd reading, and (b) the aif-
ferent instruments used t¢ measure personality (72, p. 98).
She referred to three major theories of Aliport, Murray,
and Lewin, which were desoribed by Saul Rosenzwig (72,

p. 88; 76, pp. 249, 255; 96, p. 595). Allport utilized
tests of traits which involved judgments of Jjudges to
measure them. Psychoanalytically oriented Murray stressed
biological sdaptation and explored the uncenscious with
free association, dream analysis, and apperceptive tests of
fantasy. Lewin advocated the Gestalt theory of personality
and set up controlled experiments to meagure it (72,

pp. 87-88).

Three major theories of learning have enphasiged dif-
ferent relationships of persomality and reading:

« « o o The Connectionists, such ae Thorndike and his

followers, contend that learning takes place when the

stimulus and response connection increases in strength.

This theory implies that one learns to read by repe-

tition or drill., Teachers of reading recognige that

verying amounts of repetition are required in the
classroom.

The Gestaltists . . . emphasize the dominance and
background of an experience, with motive and drive asg
essential elements in learning. Reading teachers
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recognlze the importance of meotivation, as well as the

problems invelved in teachlang students to reconstruct

the writer's Gestalt for complete understanding of his
message. Followers of this theory are concerned with
perception in its broadest sense.

Those who believe in the purposive theory of
learning emphasize the end result, including the goal
or need, which is wusually set up by the environmental
conditicons. The goal ig dominant and the means of
attaining it are secondary. Hence, it is essential
to determine whether the acquisition of reading skills
is consistent with each learner's goals and needs.
Proponente of this lesarning theory would be more con-
cerned with personality as it relates to reading than
would the other groups (72, p. 89).

Pifferent theories of learning and personality have
led investigators to use different kinds of evaluating
instruments. Consequently, their findings and interpreta-
tions of results have been controversial and inconclusive,

David Russell pointed out that tests of personality,
like the (alifornias Test of Persconality, are valuable
inatruments to aid the teacher in gaining insight into the
reading and personality problems of her pupils (77, p. 379).
After such tests reveal s pupil's difficulties along cer-
tain lines of self-adjustment and social adjustment, the
teacher may plan reading experiences designed to help the
¢hild in these weaknesgses. Paul McKee has explained how
the development of attitudes, understandings, and skills in
reading independently leads to personal achievement, self-
reliance, and inner security (52, p. 20). Poor reading
ability is magnified and advertised by oral reading in

front of the peer group. fThe self-concept level seems to



be lowered by the inability to attack and pronounce new
words, and the pupil forms an image of himself as a poor
reader (53, p. 14).

It would seem loglcal that psychelogical conditions
are conducive to the teaching of reading and that reading

achievement and personality adjustment are related.

Some Methods and Technigues of Remedial
Reading Instruction

There was a time when remedial-reading instructors

were largely interested in meking an individual diagnosis
of the pupil to determine his physical defects and faults
in the mechanics of the reading process. To¢ eliminate the
impediments which prevented the child from learning to read
efficiently, drills and mechanical devices were utilized to |
reduce reading errors (58, p. 111). Gestalt, organismic,
and purposive psychology have caused reading instruction to
emphasize comprehension--and, t¢ a lesser degree, speed,
fven though it would probably be difficuld to find any
modern reading teacher who failed to intreoduce the phonetic
elements in reading, schools have been cxriticized for not
stressing word attack skills. ©Some writers have advocated
a return to atomistic teaching by phonetic methods alone
(9, 23, 95). They accused the supporting experimental
studies of look-and-say, phrase-reading, and sentence-story

methods ag being fallacles. Frojecta, reading readiness,
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expsrience charts, Gestalt configurations with emphasis on
meaning, visual ¢lues in context, concern for individual
differences and for the child as a unique person, differ-
entiation of parts from wholes, and the like would dbe
discarded for extreme emphagis on phonics for everyone.
“"Except in a small fraction of cases, it is not a matter
of intelligence, of physiological defects, or of psy-
chological disturbances., 1% is purely a gquestion of
teaching method" (89, p. 36).

Many of the pupils who have been referred to reading
¢clinics needed help in assoclating sounds with symbols. In
the St. Louls reading clinic, over half of the pupils had
difficulty with word perception skills (89, p. 318).
Recently some educators and textbook writers have taken a
closer look at the newer methods of reading instruction and
have advocated more emphasis and earlier introduction of
phonetics (52, pp., 5-20). Yet, the trend is not to sacri-
fice meaning for the slow, laboricus process of phonetic
analysis of each letter and word; a dbalanced reading Pro-
gram has been advocated by many leading reading
speclalists (5, 10, 17, 77, 89, 101).

McKee has emphasized this balanced program and its
effects on the child's personality:

Through a definite, systematic, and sequentially~

develeoped program in equipping pupils to identify -
strange words and to cope with meaning and with
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difficulties independently, the child can be helped to
build the self-confidence and sense of achievement
which is essential %o his possession of a feeling of
personal well-being and to his continuous subsequent
accomplishment ., . . the method of feaching used can
broaden the scope of the child's interests and widen
his horizons. . . . The reading seclections can impart
moral values by portraying characters and events that
are real and convinciag to the child and offering him
stories that bhave high intersst appesl. . . . The
Zeneral methods of teaching can be such that the child
has ample opportunities toc grow perscnally and
socially., Group dlscussions and numerous other ways
in which pupils are led to work together help the
child to develop feelings of belonging and of being
important to others., . . . First, he must recognize
familiar words and identify strange words which appear
in the material he is trying to read., ., . . Second, he
must arrive at the writer's intended meaning . . .

the power to read independently gives the pupil a
sense of self-reliance, personal achievement, and
inner security (52, pp. 11-20).

Reading clinic remedia) methods have atlempted to keep
pace with the changing trends influenced by theories of
peycholegy, experimental studies, and evidences found in
reading failures. A balanced program has usually been
practiced in most c¢linies; care has been taken not to
"throw out the baby with the bath” in preserving the best
parts of older techniques and methods and incorporating
them with the newer cnes.

Fach retarded reader has been considered to be unique,
and effcrts are nade to meet his intellectual, emotional,
and reading needs (87, p. 296), A common procedure used by
reading clinics ls to admit the child with reeding problems
after hisg personality, reading, asnd intelligence tests
results and other pertinent data have been studied by a
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staff of qualified persons. A case study is begun dy this
group of educational, msdical, psychological, and reading
experts as the interpretation and synthesis of all avail-
able information is considered. A tentative hypothesis is
formulated to serve as a guide for the child's initial
treatment., Physical, intellectual, and emoticnal handicaps
are eliminated, and, if the case seems to be largely one of
reading difficulty, the child is admitted to the reading
¢linic.

Before undertaking remedial-reading instruction, the
reading clinician usually makes a thorough analysis of the
child's dissbilities from such data as (a) reading index
and educational profile, (b) teats of various discrimins-
tions involved in reading, (o) profile of srrors, ard
(d4) soecial, physical, psychological, and psychiatric data
which have been recorded on the pupil's clinical record
(58, p. 111). Some cther information needed by the reading
clinician may include that derived from (a) interviews with
teachers, pareats, and principals; (b) oral and silent
reading tests for diagnostic purposes; (c¢) phatagr&phic
records of sye movements; and (d) tests for mixed dominance
and reversals (89, pp. 315-319).

Each child is given the individual help he needs to
help eliminate his particular difficulties. Thiz includes

both mechanic¢s in reading and assistance in persopality
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development. Some students, who have failed to read by
phonetic and look-and~say techniques of the classroom,
receive valuable assistance through Grace Fernald's
kinesthetic or tracing method (22). Certain kinesthetic
learners receive skills in word recognition and gain self~-
confidence through mestering a larger vocabulary and making
more rapid progress in reading (89, p. 319).

The flashmeter, metronoscope, and cother mechanical
devices are often used to train poor readers in resding
alertness and to stimulate them in thelr rapid associstions
between word and phrase perceptions and the corresponding
reanings; reading speed and recognition span are thus
increased (89, p. 319).

Reading materials of high interest and low vocabulary
level are selected by the pupil to fit his needs and
abilities. An interss® inventory, like the one devised by
William Kottmeyer (44, pp. 53~54), is sometimes utilized.
The pupil may be given considerasble choice in the selection
of his reading materials on his own reading level. OIften-
times he is encouraged to assume initiative 1in the planning
of his reading program and in the keeping of his own read~
ing records, so he will be aware of his progress and needs.
Grades, parents' demands and over-expectations, competition
in the classroom, criticisms by peers, and other pressures

are remnoved or reduced to a minimum.
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The case study considers the whole child as he
develops. Anecdotal records, notes on pupils' needs and
progress, information secured from confersnces with
teachers and parents, and the like are preserved and
studied. Case study technigues for retarded readers have
been described and illustrated by Wittty (101, pp. 225-248)
and Strsng and Bracken (89, pp. 289-340),

While some reading clinic¢s would stress the more
atomistic training in the mechanics of reading, others
would emphasize the removal of personal and emotional
handicaps. Béulah Ephron leans toward the psychoanalytical
approach $o the remedial-reading program:

People who come to the reading center are asking
for help. They believe that tutoring in reading is
the kind of help they need. To give them only tutor-
ing in reading is to add nothing to their own
diagnoslis, It is the responsibility of the reading
center to conaider the total person and not Juat the
reading performance. It is the responsibility of the
reading staff to be aware of the linkages between
reading difficulties and personality problems.

Though the presence of a reading problem suggests
the presence of emotional conflicts, the absence of &
reading problem does not indicate the absence of emo~
tional confliets. . . . It is necessary to consider
the total person . . . in every school situation (21,
p. 282).

However, omly © per cent of the cases referred to the
St., lLouls reading clinics were diagnosed as cases of emo-
tional difficulties severe enough to handicap thenm
seriously in reading (89, p. 318)., Other clinics have

found a greater number of their reading clinic pupils with



the more serious personality confliicts. DMonroe has
explained that rexding problems are ¢ften the result of
many factors over which the c¢hild may have little control
(58, p. 116). Both the proper emphasis on the mechanics
of resding and the case study consideration for the whole
¢hild are often preseribed for the poor reader (58, 116~
177). This seems to suggest a remedial-reading program in
a8 non~threatening therapeutic atmosphere rather than two
geparate programs: (a) reading and (b) personality adjust-
ment, either given simultanecusly or one before the other.
It may not be necessary to provide definite personality
therapy for reading clinic pupils; appreciation of total
personality seems to be very beneficial (25, p. 140),

Some Related Experimental Studies

Some Related Studies of Personality
and Reading

Studies of the relationships of reading and person-
ality have been reviewed by several writers. Several case
studles seemed to confirm the conclusion that personality
problems are related to reading difficulties (102, p. 282).
David Russell concluded that the relationshlps vary from
small to significant correlations (78). Paul Witty found
that emotional difficulties appeared more frequently in
retarded readers (102).
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Charles Reed concluded that persoralities (as measured

by the Galifornia Test of Personality) of sixty-four sixth-

grade children correlated .4%.079 with their reading levels
(15, p. 13; 69).

Sister Niess, in her investigation of certain physio-
logical, emotional, and motivating factors associated with
2,000 fourth~ through seventh-grade remedial-reading
pupils, applied the "t{" technique statistic to California
Zest of FPersonallity data and found that the normal readers
seemed better adjusted than the problem readers (15, p. 14;
62). After fourteen months of remedial instruction, retest
data yielded information which led to the conclusion that
significant positive changes occurred in the personalities
of these pupils, However, it did not appear that these
changes could be attributed solely to the training and
encouragement received in the remedial program, HMHost
personality maladjustments of her subjects improved when
these pupils experienced assurance, confidence, and success
in reading ability (62).

Nerman and Daley compared the personalities (as
measured by the California Teat of Personality) of two
groups of sixth-grade boys and found the personality
adjustment of the two groups to differ significantly in
amount but not in pattern (63). One of the groups was

operating on one standard deviation above grade level on



the California Achievement Test, and the other group was
one standard deviation below grade level. The superior
readers made significantly higher scores on all parts of
the personallty test.

Helen Robinson cited several studies of personality
and reading that have been made by various invegtigators
using & variety of instruments for evaluation (72, pp. 90~
98). Ladd, using the Heggerty-Olson-Wichman Rating Scale

with 350 third- through fifth-grade pupils, found that good
readers were slightly superior in self-contreol, sense of
happiness, and achievement feelinge (45). She guestioned
the close relationship of personality adjustment with read-
ing ability (102, p. 283). These subjects were also
superior on teachers' ratings of self-confidence, per-~
gistence, and concentration. Ladd coneluded that person~
ality factors are too complicated and become obscured by
generalizations, Jackson utilized teachers' summaries of
personality traites based on interviews of 300 advanced and
300 retarded rsaders (37). He found that there could be
expected a better than chance number of readers with read-
ing difficulties and personality traits considered to be
below average. His survey seemed to indicate the
importance of fears and worries assoclated with reading
difficulties. PFPreston used parent interviews and con~

cluded, from her study of 100 poor readers and €7 control
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group membere in grades two through ter, that reading dis-
ability led to blighting insecurity and persomality
maladjustuwent (67, p. 252). Sylvester and Xent, psycho-
analysts, studied thirteen retarded readers between eight
and thirteen years of age and concluded that the reading
teacher must meet the pupil's emotiocnal needs since the
disturbance of the exploratory function wsg the cause of
reading failures. Symptomatic treatment with pedagogical
methods is not sufficient (91, p. 76). Gann, making use

of the Rorschach Test with thirty-four poor readersz and a

control group of average readers, found the "poor readers
vere preoccupied with mipute detalls and were unable to
succeed with the practical and abstract” (25, p. 1363 72,
PP. 94-95).

4 study of the relationship beiween reading retarda-
tion and mental health status of sume fifth-grade pupils
was conducted by Tabarlet (93)., 4 difference in the means
for mental health of the group of average readers and for
the group of retarded readers was significant at the .01
level. The difference was in the direction of higher
mental health scores for the average readers. One of the
conglusions of this study was that, as a group, retarded

readers are not as mentally healthy as average readers.



Scme other studies of the relationships of reading
disability with personallity adjustment have been described
by Witty (101, pp. 228-230).

Some Related Studies of Self-concept

Some experimental studies of self-concept are note-

worthy. Thelma Reeder, using Brownfain's Scale, made an

investigation to determine the relationsghip of self-concept
of the middle-grade pupil {(a) to¢ his peer status, (b) %o
hig behavioral manifestations, and (c) to his achievement
in academic situations (71). One of her conclusions was
that children with low self-concept achieve less in com-
parison with their potential.

Donald Taylor utilized the Q-technique and his
intercorrelations of self and ideal-self led to these and
other conclusions: (a) Self-concept remains relatively
‘stable up to seven and ome half minutes. (b) Self-concept
ig not altered significantly by external environment.

(o) Paper-and-pencil tests of sslf-concept obtain about
the same results as do the card-sorting variety (94). The
reliability of any instrument used to measure and predict
gself-concept will depend upon & relatively stable self-
concept of each subject.

Hugh V. Perkins, in his G-sort study of teachers' and

peers' percertions of 251 elementary school children's
self-concepts, reported these findings:
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(a) The self-concepts and ideal selves of
children become increasingly and significantly con-
gruent through time. (b) The self-ideal self
congruencies of girlg are significantly greater {han
these of boys. (¢) Sixth grade children and children
whose teachers have completed child study show sig-
nificantly greater self-ideal aself copgruency than do
children, respectively, in fourth grade and those
whose teachers have never participated in this child
study program. (d) There is little or no relationship
between changes in self-ideal self congruency and
changes in school achlevement and chsnges in their
ascceptance by their peers (64, p. 230).

Some Methods of Self-evaluation
Some empirical approaches to the study of personality

from the external frame of reference include Horschach,

Thematic Apperception Test, Bell Adjustment Inventory,
Minnesota Multiphasic, EKent-Rosanoff Word Association Test,

and others (28, p. 496). These instruments attempt to
neasure feelings and attitudes closely related to those
considered to be concepts of the self, Another example of
8 projective technique is the Wishing Well, which was pro-
duced to measure emotional needs and gelf feelings of
belonging, achievement, economic security, fears, love and
affection, guilt, sharing, world outlook, and the like
{639). Two c¢linical projective tests which are designed for
exploring disturbances of the body image aspects of aelf-

concept are {a) Karen Machover's Draw-a-person {50) and

(b) J. K. Buck's House-tree-person (14) tests (20, pp. 237~

239). Self-portraits are not usually attempted in these
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drawings but the self-concepts of the subjects strongly
influence the natures and features of the persons drawm.

Carl Rogers and his associates have made use of elec-
trical recordings of therapy sessions by extractiag
self-~reference verbalizations of the client's self-picture
to show changes which occur from time to time (28, p. 490).
Dorothy Stock found s correlation of .66 between a person's
self-concept and his conceptions of others (86, p. 180).

William Stephenson's Q-technique for testing hypoth-
eses (85) was used by Rogersz avd his co-workers. Perkins
used the Q-sort to determine the differences between the
subject's self-concept and his ideal self (65). The self-
referrent statements he used were derived from categories
set up by Arthur T, Jersild (39), who formulated statements
from children's descriptions of what they liked and dis-
liked about themselves (39, pp. 22-24). Such
self-referrent statements have been obtained from other
self-descriptions, personality inventories and tests,
therapeutic protocols, and the like (28, p. 497).

Jersild's categories of self were in regard to the
following: (a) physical characteristics, (b) clothing,
(¢) health and physical conditions, (d) material posses—
sions, (e) animals and pets, (f) home and family relations,
(g) recreation, (Rh) special talents and interests,

(i) school, (J) intellectual abilities, (k) ability in
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sports and play, (1) "just me as I am," (m) personality or
character, (n) social relationghips and attitudes, (o) reli-
gion, (p) independence or self-help, and (g) attitudes
toward the world (39, pp. 135-141).

Some paper-and-pencil attempts to measure personallty
are available. Carl Rogers' Test of Personality Adjustment
yields factors of self~concept related to personal
inferiority, social inferiority, family relationships,
and day dreaming (?5). It is appropriate for children
between the ages of nine and thirteen; there is a separate
test for boys and for girls. Edna Baxter's Teat of Child
Feelings attempts to measure feelings of friendliness,
responsivenese, respect, dependability, self-control, fair-
ness, unselfishness, and the like (8). This test may be
administered as either an individual test or a group test
and 18 geared for children in grades one through eight.

The elementary level of the California Test of

Personsality ls designed for children in grades four through
nine. It "is organized around the concept of life adjust-
ment as a balance between personal and soeisl ad justment.
Personal adjustment is assumed to be based on feelings of
personal security and social adjustment on feelings of
social security" (97, p. 3). fThis test attempts to measure
feelings of self-reliance, personal worth, perscnal free-

dom, belonging, freedom from withdrawing tendencies,
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freedom from nervous symptoms, social standards, social
skills, freedom from antisocial tendencies, family rela-
tions, school relationg, and community relations. These
latter aspects of self seem to be ¢losely related to social
roles played as a member of the family, peer group, school,
and community. The two major parts of the test, personal
and social adjustmant, seem to be in harmony with some
goaels of all eduaétion: {a) to develop the individual to
hie fullest potential and (b) to pass on cultural heritage
and make the person a social bheing.

The School and the Self-concept

It has been sald that the self-concepts that a person
has are very important; all behavior is affected dy them
(40, p. 3). School success depends to a large extent upon
what the pupil believes about himself (40, p. 3). dJersild
felt that the child has more capacity for understanding
himself than he receives credit for from educators (39,
p. vii). Rogers stated that each individuwal hag within
himgelf the capacity to deal constructively with his own
problems, once they have come into conscious awareness
(73, p. 43 74, p. 24),

The school can assist the c¢hild in making a most
important discovery, the discovery of himself (39, p. vii).
From babyhood, the child forms opinions and feelings aboub
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himself and others; this continues through life (53,

p. 435; 87, pp. 85-99). He must have realistic attitudes
about himself; he must think of himself as being loved,
capable, worthy, and a respected member of his groups st
home and at school. The school can help the home, church,
and community to resolve c¢hildren's problems, thwartings,
suxieties, guilt and inferiority feelings, defensive atti-
tudes, and other forms of self-distrust and self-defense
(39, p. 5). BSchool success depends in a very large measure
upon the kinds of gelf-concepts formed by the pupil (18,
P. 22).

Eleanor Johnson listed several ways in which the
teacher can help build good gelf-concepts in her pupils:
(a) friendship; (b) accepting atmosphere; (¢) individual
recognition in his particular skill; (d4) fair, firum, con-
sistent, and reasonable discipline; (e) understanding and
love through games, stories, parties, picnics, and jokes;
(£) knowledge of background and living conditions;

{(g) performing useful tasks and room duties; (h) practicing
safety; (1) maintaining neat and orderly desks, rooms, and
school; (J) observing health proecedures, like washing the
hands before meals; (k) caring for perscnal belongings;

(1) performing leadership duties, like running errands and
welcoming visitors; and (m) remaining orderly when not

being supervised (40, pp. 3~5). The school also makes for



competition which leads %o undesirable self-regard in
pupils; it can influence the self-appraisals of the
children as they compares themselves with the others.
Values from the culture are exhibited by the teacher, and
these influence the pupils' development of their self-
concepts (39, p. 94). The teacher's acceptance of szelf
and of others has a relationship with his insightful per~
ceptions of the self-concepts of the pupils (65, p. 219).
The democratic, purposive, organismic, and psycho-
analytic emphases upon the individual's covert feelings
have found roots in various educational areas, A few
representative examples are as follows: (a) character-
istics of teachers (30, p. 9), (b) supervision (99,
pPp. 27-103), (¢) teacher-parent interviews (46, pp. 28-29),
(d) child development (36, pp. 101-128), (e) play therapy
(?7), (£) guidance (54, p. 64), and (g) student-centered and
quality teaching (74, pp. 384-428; 100, pp. 49-90).
Self~feelings have been recognized as vital to the
educative process; covert feelings, as well as overt
behavior, must be comsidered to be important aspects of the
total functioning of a person. Reading and other acadenmic
learning seem to be rather closely related to self-concepts
(1, pp. 166-169; 53, pp. 14~-15). It was hoped that the
present study might shed some light on this relationship,
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which appears to be so important in the teaching-learning

process,

Sumpary

Personality has been defined in various ways; the self
psychologigts have stressed the self-regarding attitudes as
primary and basic to the study of personality., PFPaycho-
analysts and field and soclal psychologists have revived
interest in the concept of the self., Psychologists have
viewed the self as 3 pragmetic construet, rather than as
a mystic entity, for determining human behavior., Several
kinds of selves have been postulated; no one description of
the self appears to be complete and all inelusive. How-
ever, it seems rather clear that the self represents the
thoughts and feelinga which constitube the individual's
conscious perceptions of his existence; it fulfills the one
basic need to maintain and enhance these feelings and to
give consistent unity and totality to one's personality.

Two schools of thought have influenced reading
instruction: (a) stimulus-response and (b) cognitive,
Reading methods have passed through several stages:
(a) the alphabetical-oral and (b) phonetics methods repre-
gent the mechanistic points of view; (¢) the look-and-say
and (d4) phraze and sentence-story methods reflect the field

and organismic principles. There seems Yo be no one best
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approach to the teaching of reading; a balanced c¢ombination
of these methods and technigues, with emphasis on the indi-
vidual's needs and purposes, appears to be effsctive.

Contemporary theories of behavior are inadeguate to
explain the way a child learns to read, since each theory
stresses certain features, as learning or personality, to
the neglect of others, Attempts to synthesize the best of
these theorles into an integrated and patterned eclecticism
have been made, 1t is usually agreed that learning is a
unified and ordered process; it is a goal-directed reduc-
tion of need or purpose. learning involves both neural
processes and reaction to the environment; it requires a
balance of physical, mental, and emotional aspects of
behavior, Bince each child is unique, learning is an
individual cbild~centered process. Learning should be
considered from an eclectic, interdisciplinary point of
view.

Research shows that personality and reading are
related, but the extent and nature of this relationship is
not yet c¢clear. Different theories of personality have made
use of instruments fitted to their own designs. Thie has
led to controversial and inconclusive interpretations of
findings; however, it is fairly well agreed that reading
achievement 1s probably rather closely related to person-

ality adjustmant.- The success of reading instruction
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depends to a lasrge extent on the teacher's empathic under-
standing of the pupil's feelinga and purposes.

Remedial-reading methods aleo were influenced by the
earlier mechanistic schools of psychology. Stress was on
the removal of defects and faulty mechanics of reading.
Gestalt, organismic, snd purposive thinking influenced
reading methods to give more emphasis to comprehension,
larger configurations, meaning in context, and the like.
Schools were criticlzed for neglecting word attack skills,
and a return to phonetic methods was advocated by sone
persons. A ghift to an earlier introduction of, and more
emphasis on, phonetics was reintroduced into the reading
program by McKee and others,

Many methods and techniques, both mechanistic and
cognitive, have been used by reading clinics. Kinesthetie
activities, mechanical devices, high-~interest and low~
vocabulary level materiasls, removal of pressures,
theraspeutic conferences, interest inventories, anecdotal
records, and the like have supplemented the case study of
each pupil,

While scome writers have advocated more atomistic
training in the mechanics of reading, others have strasssed
the removal of personality and emotional handicaps. S¢ill
others have taken a middle-~of-the-road position and have
worked with personality and reading problems at the same
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time, utilizing an interdisciplinary case study approach to
consider the functioning of the whole child. This suggests
an integrated balance of remedial techniques and methkods in
a non~threatening atmosphere, rather than two separate pro-
grans of (a) reading and (b) personality training, given
separately but either simultaneously or ome before the
cther.

Studies of self-concept reveal that the self seems to
be related to peer status, byt its proper relation to aca~
demic achievement is still being questioned, Agreement in
these areas 18 incomplete and further study is needed.

Several instruments of self-~evaluation have been con~
structed: (a) projective techniques, (b} Q-technigque and
Q«sorts from self-referrent statements, snd (e¢) péperwand—
pencil type tests, scales, and inventories. The Galiforgia
Test of Personality appeared to be an adeqnate_self?concapt
inétrument foxr the purposes of this étudy. This test has
been used by Hamlon and others to measure feelings ol per-
sonal worth, reliance, freedom, belonging, social
attitudes, and the like. These aspects of personality
seened tc be very closely related to the deseriptions and
categories of self proposed by Jersild, Perkins, and sonme
other contemporary self-psychologista.

It seems to be fairly well established that self-
feelings of the pupll are closely related to his chances
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for school success. Assistance in the discovery of himself
is probably one of the most important contributions the
school can meke. Educators have recognized the values of
the self~feelings in many areas of educationsl psychology,
supervisicn, guvidance, teacher-parent interviews, play
therapy, classroom instruction, and the like. The school,
in performing its job of developing the whole c¢child, can
111 sfford to neglect a careful study and application of
the gelf-regarding attitudes of both pupils and teachers.
The reading process seeme closely linked with self-
concepts; a better understanding of thier relationship
appears appropriate and desirable.
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CHAPTER I1X
EXPERIMENTAL PROCEDURES

Deseription of the Subjects

The population of this experimental study consisted of
seventy-two white boys who were regularly enrolled in
grades four through seven of a southwestern city of over
500,000 peopulation and who were attending one of the sys-
tem's five reading clinics during the school years of
1958-1959 or 1959-1960. Only boys were selected for this
investigation since thers were very few girls attending
these clinics,

The subjects of this experimental group were con-
sidered (a) to be relatively free from physical,
intellectual, and emotional handicaps or disturbances,

(b) to possess average or better intelligence (individual
test intelligence quotient of approximately 100), (e) to be
retarded approximately two or more years in reading ability
(reading grade placement about two or more years below
actual grade placement), and (d) to have failed to respond
developmentally from reading instruction of the regular
classroom enviromment. Any physical or emotional defects

detected were corrected, and onliy those pupils whose

79
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problems seemed to be largely of a reading nature were

admitted to the reading clinics.

Equating the Experimental and Control Groups

A control group of the same number of boys was formed
by matching each experimental group subject with snother
pupil of the same school system, sex, and grade and of an
approximate chronological age and languege factors intelli~
gence quotient. Control group members were operating on a
reading level of not more than one grade placement below
national statistical norms.

The California Short-Form Test of Mental Maturity was

the instrument used to measure the language factors intel~
ligence quotients of both groups. It was selected because
of its reported high validity and reliasbility. I¢ cor-
related .88 with the Stanford Revision of the Binet Test.

This ig about as high as the latter, when given as a group
test, correlates on retesta (11, p. 5). Its reliability
coefficient has been reported to be .94 with a standard
arror of 5.5 (11, p. 5). Language factors intelligence
quotients, instead of total intelligence quotients, were
used since pupils with relatively low reading ability would
be likely %o receive lower intelligence quotients on the
traditional type werbal intelligence test (8, p. 358).

A tabulation of the matching factors for the two
groupe is given in Table I.



TABLE 1

DATA FOR MATCHING PAIRS OF THE EXPERIMENTAL
AND CORTROL GROUPS

81

Bxperimental Group Control Group
Subject | Grade| Age | LFIQ* Subject | Grade| Age | LFIQ®
El 6 143 91 451 6 140 92
B2 6 145 89 ¢c2 6 142 86
E3 & 140 77 c3 & 142 80
E4 4 113 92 C4 4 110 90
ES 7 151 89 C5 7 152 88
E6 7 146 87 o 7 155 84
7 7 158 8% C?7 7 156 a2
EB 5 141 84 Cc8 5 142 79
9 7 147 89 Cc9 7 152 %
B1O 7 149 76 10 7 159 83
Ell 7 147 90 Cil 7 148 96
E12 5 135 80 Cc12 5 132 84
El3 & 120 131 C13 4 112 126
El4 7 155 83 Cl4 7 145 87
El5 7 153 74 Cl5 7 151 77
El6 5 131 90 Cl6 5 124 92
E17 7 149 88 C17 7 155 86
El8 6 145 104 18 6 146 98
El9 5 123 109 C19 5 126 107
B20 5 122 99 G20 5 121 94
B2l 4 112 114 ¢21 4 112 110
E22 5 136 84 ga2 5 143 79
23 5 131 72 Ca3 > 130 79
B24 5 135 83 C24 5 138 75
E25 6 136 105 25 6 136 104
26 7 140 109 C26 7 148 108
B27 7 154 76 ca?7 7 162 79
28 > 127 95 cz8 5 123 89
B29 5 133 96 Cc29 > 133 99
B30 7 151 77 C30 7 158 81
B831 4 112 96 031 4 112 90
32 5 121 99 032 5 128 99
E33% 7 148 62 €33 7 150 69
B34 6 148 83 C34 <) 141 82
E35 6 146 73 C35 6 144 720
E56 5 134 99 C36 5 129 99
E37 6 ial 84 C37 6 139 90
E38 7 153 90 33 7 152 94
E39 6 133 105 ¢39 6 | 141 99
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PABLE I--~Continued

Experimental Group Control Group
Subject | Grade Age LPrPIQ* Bubject | Grade} Age LFIQ*
EAO & 137 104 c40 6 146 102
EAL 6 141 75 c4l (3 141 84
B42 6 147 80 c42 6 143 85%
E&3 & 146 78 C43 3] 140 84
E44 & 148 116 Ci © 147 116
E45 7 162 65 CA5 7 161 67
46 7 157 B4 - 046 7 157 86
EA7 4 111 108 ca? 4 108 110
Eag ) 135 105 c48 6 149 103
B9 5 1%0 102 49 5 132 103%
ES0 7 168 8% G50 7 158 84
E51 5 134 76 €51 5 131 78
ES2 6 135 101 52 6 131 103
E53 5 145 92 C53 5 141 90
ES4 7 153 83 Co4 7 155 88
ESH 4 130 86 C55 4 130 84
E56 ) 143 9% C56 6 144 93
ES7 7 155 86 C57 7 160 84
E58 > 134 97 £58 2 125 95
ESY 6 145 78 59 6 144 83
BSO 5 138 87 Ca0 5 1%6 50
EB1 & 121 87 ol 4 114 &8
E62 6 153 93 cez2 & 144 o4
E63 7 146 85 C63 7 146 8%
BG4 6 134 86 Co4 6 140 89
65 6 149 75 Ce5 6 138 84
E66 6 147 91 C66 & 145 87
567 7 146 | 100 067 7 | 145 | 107
EG8 6 130 100 cos 6 142 101
69 2 1353 9% ¢69 2 129 92
E70 5 151 98 ¢70 5 132 99
E71 5 134 91 c71 . 131 86
E72 7 148 83 c?e 7 145 | 87
Sum 420 {10,069 | 6,471 | Sum 420 110,059 6,515
Mean 5.83 1139,85 { 89.9 Mean 5.8% {139,711 90.5
8. D. 12,69 { 12,30 §l 3. D. 12,801 11.30

*Language factors intelligence quotient from the
California Test of Menbtal Maturity.
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It waa possible to match the groups on chronclogical
age with a mean difference of .1 month with a standard
error of difference of ,649. This ylelds & § of ,216,
which would allow us to aceept the null hypothesis that no
significant difference betwsen the two means exiats at
P >.10. The language factors intelligence gquotient mean
for the experimental group was .6 higher than that of the
conbrol group. The standard error of the difference was
4,048 and a £t of 1.51 would permit the acceptance of the
hypothesis that no significant difference between the means
of the two groups exists at P .10,

Gathering and Recording Degeriptive Data

A descriptive informaticen sheet was prepared and
utilized in the gathering and recording of data which were
deemed appropriaste to descride the experimental and control
groups. (See Appendix for the form of the Descriptive
Information Sheet.) The subjects of both groups were com-
pared in socio-economic status, number of asiblings,
step-parent or broken home, working mother, physical handi-
cap, visual defect, hearing loss, speech defect, poor
coordination, gemeral health, severe illiness, seriocus acci-
dent, nervous symptoms, general behavior, grades repeated,
grades skipped, grade average, school readiness, language

factors intelligence quotient, non-language factors
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intelligence quotient, total factors intelligence quotient,
and grade placement deviations from actual grade placements
in reading, spelling, and arithmetic. These possibly
influencing factors were grouped under the headings of home
factors, physical factors, health.factars, school factors,
intelligence quotienta, and subjects grade placement
deviations from actual grade placements,

The socio-economic status was estimated by each
- pupil’s teacher in terms of quartiles, which corresponded
closely to the social classes proposed by Raths and
Abrahamson (5, pp. 6~9) and by Warner, Meeker, and Eells
(13, pp. 131-159):

Quartliles Uszsed in Study Social Classes
Upper quartile Upper-upper, lower-upper,
and upper-middle
Third quartile Lowver-middle
Second quartile Upper-lower
Lower quartiie Lower-lower

Ho upper c¢lsss or lower-lower class pupilalwere found
in the population of this investigation.

The other descriptive information was obtained from
the pupil's school cumulative record. Physical and health
defects and handicaps had been corrected to the extent that
there seemed to be no serious educational problems due to
these factors. The grade averages were estimated to the
nearest ,5. No pupils were found to have skipped a grade,

Scores on the Metropolitan Readiness Test were used to
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messure the readiness for school of the pupils when they
had entered the first grade. Ianguage factors intelligence
quetients, non-language factors intelligence quotients, and

total factors intelligence quotients were derived from the

scores made on the Cgslifornias Test of Mental Maturity,
which was given as a group test. Grads placements in
reading, spelling, and arithmetic were taken from the

results of the California Achievement Pests, and their

deviations from actual grade placements were computed.

A critical comparison of these environmental and per-
sonal factors is presented in Table IXI. Fisher's ¢
technigue was statistlically applied to the data to deter-
mine whether a significant difference existed between the
two groups' means for each of the various deseriptive fac-
tors., The experimental group was considered to be
significantly higher in school readiness at a level of
significance (P) of .05; however, readiness scores were
available for only thirty-eight of the seventy-two sub-~
Jects. The mean score of 70.2 for the experimental group
corresponded to about the 49th percentile ramk for national
norms; the coatrol grouwp's mean score of 64.1 corresponded

to about the 35th percentile rank (14, p. 27).



TABLE II

CRITICAL COMPARISONS OF CERTAIN ENVIRONMENTAIL, ARD
PERSONAL FACTCRS OF THE BXPZRIMENTAL
ARD CORTROL GROUPS

Possible Experi~ | o ntrol
Influencing meotal [ Growp |SEpier| & E

Factors roup Mean

Mean

Social status %.18 2.96 3189 L7401 >,10 N8
Number of

siblings 1.54% 1.65 1925 5771 >.10 K8
Step-parent or

broken home .11 .21 0436 1 1.27%1 >.10 KS
Mother works

outside home .06 26 071 .782% >.10 BS
Visual defects .18 10 0585 L.426] >.10 NS
Hearing loss 04 .01 .088 3181 >.10 s
Poor coordina-

tion 05 03 039 7181 >,10 B8
Speech defects « 14 .08 048 1.157?1 >.10 K3
Below average

health .17 .21 065 H461 >,10 NS
Serious ill-

nesses .15 .08 047 1,408 >>.10 K8
Serious acci-

dents .03 01 »024 5841 >,10 B3
Nervous symptoms 31 40 .087 1.115{ >.10 ®s
Below average

behavior 31 22 071 1181 >.,10 N8
Grades repeated 25 «10 050 2.780%1 <,01
Grade average 2.86 2.42 .1212 3501 ».10 N8
School readiness | 70.2 64,10 | 3,112 1.960] <.0%
Reading grade

placement -1.29 .18 1466 | 10.0 <,001
Spelling grade

lacenent -1 .46 -.642 | 2,037 4,025 <.001

Arithmetic grade :
Language factors

intelligence

quotien! 89.9 G0.5 4,048 i,51 >.10 RS
Ron-language

factors intel-

ligence

uctient 107.1 100.3 2.85 2.40 <.02
Total factors

intelligenoe

gquotien 98.4 95.2 1.6 2.37 | <.02
Chronological

age 139.85 | 139,71 649 216} >.10 ES8
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The experimental group was Jjudged significantly lower
in reading and spelling ability at P».00]1 and significantly
higher in non-language factors and total factors intelli-
gence at P=.02, This group had repeated a significantly
higher number of grades at P=.0l than did the control
group., The two groups were not Jjudged sigpnificantly dif-
ferent in any of the other factors at P=,10.

Whenever possible, additional data on the experimental
group were obtained. This included such information as the
following: (a) individusl test intelligemce guotienmts,

(b) individual test readiag grade placements, (c) indi~
vidual personality teste findings and interpretations by
the staff, and (d) reading clinicians' anecdotal records
and records of pupils' reading interests and materials
read. These data were gleaned from the reading clinie
pupil's case record felder, which includsed such forms as
(a) Parents’ Information Sheet, (b) Prinecipal's Referral
for Individual Study, (¢) Besearch Department's Record of
Psychological Examination, (d) Reading Clinio's Information
Sheet, (e) Reading Clinic's Summary of Tests, and (f) read-
ing cliniclans' anecdotal records. Most of these forms
appear in the Appendix.

The Wechsler Intellligence Scale for Children provided
the individual test intelligence quctients, and the Gates

Reading Survey supplied the individual test reading grade
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placements. Table IIXI gives critical comparisons of indi-
vidual test results with group test results for the
experimental group in both reading achievement and intel~
ligence. This group made significantly higher individual
teast scores on language factors intelligence quotients at
a P=,001 and on total factors intelligence quotients at
P=,02, It was judged significantly lower on individual.
test comprehension and total reading grade placemeant
deviations from actual grade placements at P=,001.
Personality findings and interpretations came from one

or more of such individual tests as (a) Machover FPigure-

. Drawing Test, (b) Miale-Bolsopple Sentence Completion Test,

{(c) Despert Fables, and (d) Children's Apperception Test.
ﬁ m-ﬂ

No statistical data were derived from these statements, but
many of the reading c¢linic pupils were described as some~-
wvhat insecure, anxious, apprehensive, immature, and the
like. However, no pupils were comsidered to be suffering
from any psychological or emotional handicaps whieh would
prevent them from benefiting from the c¢linieal reading pro-
gram. A lack of positive self-concept seemed to be present
in many cases.

The reading iunterests of the experimental group
varied; some popular preferences included mystery, scien-
tific, mechanical, Indian, sports, comics, western,

adventure, biography, prehistoric, space, animal, cartoons,

outdoor, and crime stories. About as many pupils clalmed
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to like to read and go to school as those who claimed not

to do soy however, several subjects made no statement in

this regard and some professed to like to read and go to

school "sometimesg,"”

ISTELLIGENCE QUOTIENTS AND OF READIRG GRADE

TABLE IIX
CRITICAL COMPARISONS OF INDIVIDUAL AND GROUP TESTS

PLACEMENT DEVIATIONS FROM ACTUAL
GRADE PLACEMENTS OF THE
BXPERIMENTAL GROUP

e e e o

Intelligence or
Achisvement
Factors

Indi~
vidual
Test
Mean

Group
Test
Mean

SEpspe

£

P

Language or verbal
factors intellii-

gence quotient

Hon~language or
performance
intelligence
quotient

Total or full-scale
intelligence
quotient

Vocabulary grade
placement devia-
tion from actual
grade placement

Comprehension grade
placement devia~
tion from setual
grade placement

Total reading grade
placement devia-
tion from actual
grade placement

99.7

104.8

102, 4

~-1.92

~1.92

98.9

10701

98.4

-1.78

“'"n89

~1.32

1.681

2,182

1.517

156

«130

« 124

5.833

1.054

2,636

1,17

8.131

4.8%9

<.,001

>.10 KNS

£.02

>.10 N8

<.001

<.001
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The reading clinicians' anecdotal records usually sup-
ported the staff’s recommendations for (a) instruction in
word attack skills, (b) high interest-low vocabulary read-
ing materials, (c¢) conferences with teachers and parents to
seek help in the removal of outside pressures, (d) help in
galning pupil acceptance, (e) study and use of case study
data by classroom teachers, (f) relaxed and accepting
atmosphere, (g) encouragement of pupil's self-direction and
initiative, (h) use of art and other interests to encourage
more reading at pupil's own reading'level, and the like,

No attempt was made to convert information on pupil's read-
ing interests and reading needs into quantitative data for

statistical comparisons.

The Test Program
Teats of self-concept and of reading achievement were
administered to the experimental and control groups. The

California Test of Fersonality, Elementary Edition, 1953,

was selected for the self-concept instrument for the fol-
lowing reasong: (a) It yielded some seemingly appropriate
aspects of self-concept and was recommended by George V.
Mendenhall to be a "very good instrument 40 measure the
self-concept of elementary children™ (4). (b) Its coeffi-~
cient of rellability was reported to be ,94 with a standard
error of 5.02 (9, pp. 4~10)., The reliability of such a
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conscious verbal self-report has been advocated by Allport
(1, pp. 109-110) and Stephenson (7, p. 279). (c¢) It was
designed especially for children of the ages and grade
levels studied., (d) It was recommended as a good instru-
ment to use in the phenomenclogical approach to personallity
measurement by Snygg and Combs (6, pp. 258-259). (e) It
has been used widely in research studies (2). (f) Test
items were often disguised so that the pupil could
rationalize sbout certain self-concepts that would be
difficult for him to admit (2, p. 5). (g) It provided
guantitative data for statistical treatment. (h) It was
readily available and economical in cost and time for
administration, scoring, and interpretation of results.
This test of personality ylelded scores of personal adjust-
ment, social adjustment, and totsl adjustment. Separate
scores of personal adjustment for these dimensions of self
were {(a) self-reliance, (b) sense of personal worth,

(c) sense of personal freedom, (d) feelings of belonging,
(e) freedom from withdrawing tendencies, and (e) freedom
from nervous symptoms. The soecial adjustment part of the
test yielded separate scores for self-feelings and self-
attitudes associated with (a) social standards, (b) social
skills, {(¢) freedom from antisocial tendencies, (d) family
relations, (e} school relations, and (f) community

relationg.
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The reading comprehension, reading vocabulary, and
total reading grade placements were ascertained with

California Achievement Tests, Elementary Edition, 1957.

These tests were selected for the following reasons:

(a) 4 high validity was claimed for the test (12, p. 5).
(b) Its reliability coefficient was stated 2s .95 with a
standard error of .2 (12, p. 5). (o) It provided grade

placement norms for vocabulary, comprehension, and total
reading. (d) It was readily available and economical in
administration, scoring, and interpretation of results.

The California Achievement Tests have been well recommended

as a valuable instrument for the appraisal of pupil
progress in reading skills (3, p. 530).

After approximately seventeen weeks of school, which
included two or three days per week of reading clinie
instruction for the experimental group, both groups were
retested with the same instruments, and changes in self-

congept and reading levels were determined.

Description of the Resding Clinies
The reading clinics of the selected metropolitan
school system were not limited to any particular school of
psychological thought, learning theory, or frame of refer~
ence for the study and understanding of humsn behavior.
Rather, they were founded on an eclectic and
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interdisciplinary basis~~a blended and balanced integration
of the principles of several schools of psychology. These
¢linics did not prescribe to either pole of a dichotomy:
(a) extreme emphasis on psychoanalytical personality
therepy versus (b) extreme emphasis on mechanistic diagnosis
and remedial treatment of physical handicaps and defects in
the mechanics of reading. An organismic case study
approach was utllized in an attempt to meet the "whole"
child's physical, intellectunal, social, and emotional needs
and purpcoses. The reading ¢linic pupil's phenomenological
internal frame of gelf-reference received due consideration
along with his reading needs, interests, and abilities.
Handicaps in vision, hearing, speech, emotiocnal disturb-
ances, and the like were removed or corrected before a
child was admitted to a reading clinic. The pﬁpil who
qualified for the c¢clinical reading program was considered
%0 be reasonably normal in all respects except in his read-
ing ability. He had failed to benefit sufficiently in the
regular classroom of language arts instruction, and his
problen seemed to be largely one of reading retardation.
The cooperation of the research department, reading clinic,
regular classroom teachers, and parents of the pupil was
constantly solicited in order to enhance the total benefits
to the child, The case study approach employed & combina-
tion of wvarious methods and techniques of individualized
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remedial~-reading instruction in a non-threatening environ-
ment.

The referral procedure was as follows: (a) On the
basis of total IQ of about 100 or above, determined by the

California Test of Mental Maturity administered as a group

test, and (b) on the basis of two or more years retardation
in totsl reading ability, determined by the grade placemen?
derived from the California Beading Test (a group test),
the principal, nurse, or language arts teacher filled out
and submlitted to the Research Department the application
form, Referral for Individual Study. (See Appendix for
this form.) This was done after a conference with the
parent(s) had been held and their consent obtained. Some-
times the reading clinician of the local area was contacted,
and she went to the school and administered an individual
reading test to the child. The Research Department set an
appointment time for the parent(s) to bring the child to
the administration building for individual tests of mental
maturity, reading ability, and personality adjustment, A
staff composed of the Assistant Superintendent in Charge of
Instruction, the Director of Kesearch, and the Consultant
in Reading Instruction reviewed the case hilstory material
presented in the application and in other available per-

tinent case material. The staff then made recommendations
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for reading ¢linic service or other special services needed
by the chilad.

The individual intelligence tests were administered dy
school psychologists in order to determine whether the
reading retardation was affected by a lack of general
mental ability. This aeemed necessary since the poor
readers would not have been able to demonstrate thelr true
mental abilities on group intelligence tests which required
conglderable reading adbility (9, pp. 315-319).

Several projeestive and paper-and-pencil types of
peraonality tests were administered by the school psycholo-
gists to gain (a) clues of self-feelings and other
personality structures and (b) suggestions for their treat-

ment. These tests usually included one or more of the

following: (a) Machover Figure-Drawing Test, (b) Miale-
Holsopple Sentence Completion Test, (c¢) Despert Fablee, and

(d¢) Children's Apperception Test.

An individual test in reading was administered as soon
as the chlild was admitted Yo the reading climic. This
diagnostic test furnished the reading cliniecian valuable
information regarding the pupil's reading deficiencies in
vocabulary, comprshension, speed, and acecuracy. Oral read-
ing tests revealed mechanical difficulties and attitudes
toward the reading of various materials., Eye movements,

eye~handedness, reversals, and the like were checked., The
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reading c¢linic pupil’'s remedial program was planned on &
tentative hypothesis of his needs, interests, purposes, and
abllities formulated after interpretation and synthesis of
all cumulated information,

Various techniques and methods of instruction were
uged in an attempt to meet these pupil needs., Word per-
ception techniques, the structural analysis of words, and
the association of symbols and sounds were often neceasary.
Mechenical devices, like the tachistoscope and the Science
Research Associates reading accelerator, were used teo
stimulate speed in the perception and meaning of words and
to improve visual coordination and attention span,

Reading clinic pupile were encouraged to select read-
ing material on their own individual reading levels and in
accordance with their Interests. The Science Research
Associates reading laboratory provided some of the high
interest-low vocabulary reading matter and permitted the
pupils to keep their own records so that they were aware
of their needs and progress. An interest inventory assisted
the clinician in determining each pupil's reading inter—
ests, hobbles, activities, and other likes and dislikes.
Individual assignments, self-help, lack of competition with
peers, removal of pressures, encouragement in initiative,
individualized instruction, parent-teacher conferences,

anecdotal records, consideration for individuality and the
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worth of a person, therapeutic counseling and guldance,
empathic rapport, permissive atmosphere, and the like char-
scterized the e¢linical program. The child's reading needs
and his personal feelings were considered in the same
gituation; neither his scademic nor emotional aspects were
neglected or treated separately. Self-concept was thought
to be an essenftial factor in the remedial-reading process.
Retests were made from time to time in the clinic to deter~
mine reading progress and further needs. Whenever the
pupil had attsined approximate normal grade placement in
reading ability, he.wae usually dismissed from the clinie.
However, no puplls in this study were released from the
clinics before the administration of the retests.

Reading ¢linic experiences were in addition to the
pupil’s regular academic program; he attended his classes
in langusge arts, arithmetic, social studies, health~
science, and other areas of learning. He misgsed some
special subjects (music, art, auditorium, lidbrary, or
physical education) so that he could go to a forty-five

minute reading c¢linic class two or three days per week,

Results of the Reading Achievement Tests
Deviations of reading veocabulary, reading comprehen-
aion, and total reading grade placements from actual grade
placements were computed from the scores obtained in initial
tests and retests for both groups. Tables IV and V give
these deviations from the expected reading levels.
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INITIAL TEST DEVIATIORS OF READING GRADE PLACEMENTS FROM
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The differences of initial test and retest deviations
from the expected grade placements are also given in the
above two tables. In column one, each subject of the
experimental group is represented with the letter "E" and
a number; each control group subject 1s designated with the
letter "C" and a number. Actual grade placements, at the
time of the administration of initial tests, are given in
column two; actual grade placements at the time of retest-
ing are found in column six, Minus signs were used to
designate deviations cof vocabulary, comprehension, and
total reading grade placements below actual or expected
grade placements. Column ten gives the changes from
initial tests to retests of vocabulary grade placement
deviations from actual grade placements. Negative numbers
represent a loss in the retests. Columns eleven and twelve

give this infofmation for comprehension and total reading.

Results of the Tests of Self-Concept

Actual scores on the Californias Test of Pergonality

were used to represent the levels of personal, social, and
total self-concepts of the subjects. These are given in
Tables VI and VII. The differences or changes in levels of
self-concept appear in c¢olumms eight, nine, and ten. Nega-~
tive numbers represent a decrease from the initial test

scores to the retest scores.
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TABLE VI

TERMS OF INITIAL TEST SCORES MADE ON THE
CALIFORNIA TEST OF PERSONALITY
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Initial Test

Difference
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B2 28 54 72 479 49 9% | 9 15 25
E3 43 | 54 971 49 | 61 | 110 | 6 71 13
B4 49 54 103 45 58 104 -3 4 1l
ES 49 o4 113 60 69 129 i1 5 16
E6 53 64 117 46 50 9% | -7 -14 { =21
E?7 20 37 57 25 36 61 5 -1 4
8 49 59 108 66 o6 132 | 17 7 24
B9 66 o4 130 66 70 136 0 & e
K10 S4 50 104 63 55 118 g S i4
Ell 61 66 127 67 68 135 & 2 8
El2 45 50 g5 61 60 121 ie 10 26
El3 44 49 93 60 66 126 | 16 17 33
El4 53 51 104 56 29 115 3 8 11
E15 60 50 110 65 62 127 5 12 17
El6 45 58 104 49 49 g8 2 -8 «B
E1l7 53 52 105 53 63 116 0 11 11
18 45 52 9?7 43 40 83 | 2| =12 | -14
El9 38 27 o5 40 29 99 2 32 34
E20 53 5 105 65 &2 127 | 12 10 22
E2) 53 48 58 106 2 5 7
E22 58 64 122 52 28 90 - «26 -3
E23 39 42 81 62 60 122 2% 18 41
BE24 32 54 66 | &1 48 89 9 14 23
B25 61 68 129 153 70 139 8 2 10
E26 46 57 103 37 51 88 =9 -fd -]l
BE27 42 59 101 65 69 134 23 10 33
E28 24 51 85 38 46 84 4 -5 =1
E29 27 48 85 53 55 108 | 16 7 23
E30 50 | 49 9% 57 51 108 ? 2 9
E31 60 6l 121 57 61 118 -3 0 -3
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TABLE VI-=Continued

Initlal Test Retest Difference
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TABLE VI--Continued

~F - =
' Initial Test Retest Difference
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E7L { 67 &1 128 | 48 | 45 9% l.19 | -16 | ~35
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Sum |3852 2913 | 7495 [3960 {4182 | 8142 {387 | 269 | 647
Mean 149.75| 54.35!104.10{55.00|58.08{113.08}5.25 3.73] 8.98
8.0. 110.44] 9.841 18.6%[10.44] 9,.36! 18.25{8.10[10.25{13.55

It was of interest to compare these means with the
approximate scores corresponding to the 50th percentile
rank given by the authors cof the test: Personal, 54;
Social, 60; and Total, 1li4 (12, p. 29). Both the experi-
mental and control groups made, on the Initial tests, much
lower scores than those expected considering national
statistical norms. The means for the control group were:
Personal, 49.6; Social, 53.4; and Total, 103%3.0. The means
for the experimental group were very similar: Persconal,

49.76; Soclial, 54.35%; and Total, 104.10.
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TABLE V1II

OF INITIAL TEST SCORES MADE ON THE
CALIFORNIA TEST OF PERSONALITY
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Initisl Test Retest Bifference
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'PABLE VII--Continued

Initial Pest Retest Pifference
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On the retests, there was littie ehénge in the means
of the control group: Persomal, 52.3; Social, 53.5; and
Total, 105.8. The experimental group means more nearly
approximated the national norms of the test: DPersonal,

55.00; Social, 58.08; and Total, 113.08.

Sumnary
The subjects of this investigatlon were seventy-two
reasonably normal, elementary upper-grade boys of a south-
western metropolis., The experimental group was matehed by
pairs to form a comparshle contrcl group. The matching

factors used vere sex, chrounological age, and language
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factors intelligence quotient. The boys in the experi-
mental group were operating on a reading level of
approximately two years or more below national norms;
the mesbers of the control group were operabing on a
reading level of no more tham one year below national
statistical norms.

The Californis Achievement Tests were used to measure

the subjects' vocabulary, comprehension, and total reading
grade placements, which were converted into deviations from
the actual grade placements. The intelligence guotients
were derived from administrations of the California Shoxt-
Form Test of Mental Maturity. The instrument used to

neasure pergonal, socisl, and ftotal self-concept levels of

the two groups was the California Test of Personality.

Descriptive infommation of the two groups was col-
lected and recorded ovn a deseriptive information sheet.
Using Fisher's t technique, the significances of the dif-
ference of the two groups' means for the various factors
were statistically computed. The two groups appearsd to be
gignificantly different at P=.05 or better in grades
repeated, school readiness, reading level deviations from
the expected, spelling level deviations from the expected,
non~language intelligence, and total intelligence.

Aftver approximately seventeen weeks, both groups were

retested with the zame reading and self-concept instruments.
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Changes in reading levels and self-concept levels of the
experinental and conitrol groups were determined.

The Reading Clinic was described as a rather typical
one, which attempted to integrate personality therapy with
reading instruction based upon individual needs, Removal
of pressures and emphasis on encouragement and pupil
initistive were common practices in the Clinic.

The results of the reading achievement tests and of
the self-concept {ests were presented in tsbles and
explained., The means for reading levels and self-concept
levels, and the differences of these from initisl testing
to retesting for both groups were given s0 that they could
be statistically treated, studied, and compsared.
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CHAPTER IV
STATISTICAL TREATMERT OF DATA
Correlations of the Self-Concept Levels with the Reading
levels at the Beginning of the Experiment
The first hypothesis of this study was stated as fol-

lows: Por children with epproximately norms) and egual
langnage factors of intelligence, levels of certain per-
sonzl and soclal aspects of self-concept are associated
with_levels of reading vocabulary, comprehension, and total
reading skills. 7o test statistically the tenability of
this hypothesis, the relationships between each of the
three aspects of self-concept with sach of the three
aspects of reading abillity were determined from initial
test data for the experimental and control groups with the
Pearson's product moment coefficient of correlation
formula:

nzaxdy - (Zfdx) (Zmy)

*\1 [Fx2a.2 - (££a%]frxsa 2 - (£ra)?]

coefficient of correlation

number of cases

gsum of

frequency

deviation of a score from the mean

reading grade placement deviations from
actual grade placements

self~concept scores.

4 N
& U R BB

#
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Values subgtituted in the formula were derived from

scatter diggrams or correlation tables.

Directions for the

computation of r, like those found in Quinn McNemar's

Pgychological Statisties (1, pp. 115-121), were followed.
Table VIIYI gives these correlations for the experi-

nental group; the correlations for the control group appear

in Table IX.

TABLE VIII

CORRELATIONS OF THE EXPERIMENTAL GROUP'S SELF~CONCEPT
LEVELS WITH ITS READING LEVELS IN TERMS OF
INITIAL PEST SELF-CORCEPT SCORES AND
READING GRADE PLACEMENT
DEVIATIONS FROM ACTUAL
GRADE PLACEMENTS

Comprehension

Total Reading

Yocabulary
Rt St Grade Grade Grade
P Placement Placement Flacement
Personal
self-concept 253 « 366 » S44
Social
self-concept 252 «315 . 311
Total
self-concept 272 <370 «359

All correlations were low positive ones, clustering

close together with a range from .202 to .370.

All » for

the experimental group (and all but twe for the control

group) met the eritical requirement for significance of

232 at 4df of 70 at the ,05 level (3, p. 231).
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TABLE IX

CORRELATIONS COF THE CONTRCL GROUP'S SBELF-COBCEPT LEVELS
WITH ITS READING LEVELS IN TERMS OF INITIAL TEST
SELF~CONCEPT SCORES AND READIRG QRADE
PLACEMENT DEVIATIORS FROM ACTUAL
GRADE PLACEBMENTS

A —icm

Vocabulary | Comprehension | Total Reading
Skggagtscgft Grade Grade Grade
gii-boncep Placement Placement Placement
Personal
self-concept « 300 331 « 345
Soeial
self~-concept 216 . 202 250
Total
self-concept 276 302 «319

There seemed to be little difference batween correla-
tions of the two groups for the various factors; those of
the experimental group ran somewhat higher except for per-
sonal self-concept with vocabulary grade placement. The
correlations of personal self-concept with total reading
and total self-concept with vocabulary were vaery c¢lose for
the two groups.

Critical Comparison of the Self-Concept Levels of the
Experimental and Control Groups at the
Beginning of the Ixperiment

The sscond hypothesig of this investigation was asg
followa: For children with approximately normal and egqual
language factors of intelligence, there is a significant
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difference between the levels of self-concept of pupils
with persistent reading problems and the levels of self-
concept of pupils with reasonably normal reading abilities.
The null hypothesis, that no significant population dif-
ference exists between the self-concept means for the
experimental and control groups, was statistically tested
with Fisher's % technique and initial test data on per-
sonal, social, and total self-concept. The formula used

was as follows:

My
£ = ) _
Z.?r._(nn)e Mp = Fg = Mg
— at = K - 1.

t = small sample critical requirement
¥ = number of cases
M = mean
HEu mean for experimental group
M

C

= mean fcr control group
p= Rmean difference in self-concept scores
for the group
df= degrees of freedom.
Yalues substituted into the formula were derived from
tables of the differences im raw ascores ¢of the matched
individuals of the groups. Instructions for computing ¢

were found in Psychological Stabtistiecs by Quinn McNemar

(1, pp. 104-109). The 5 per cent level of significance
was the point selected for rejection of the null

hypothesis.
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Table X shows the significance of the differences
between the means of the experimental and control groups’®
initial test personal, social, and total self-concept

levels.

TABLE X

SIGNIFICANCGE OF THE DIFFERENCES BETWEEN THE INIPIAL
IEST SELF-CONCEPT MEANS CF THE EXPERIMENTAL
AND CONTROL GROUPS

Control | Ixperi-

Self-Concept nental 3

Aspects ggg:p Group oirr | g P

Mean

Persoﬁal

self-concept 49 .65 49,7% 1.75 26 >.10 NS
Soclal

self-concept 53,33 54.35 1.67 .60 | >.10 §8
Total

gelf-concept 103.0 104.1 3.24 324 | >,10 NS

The mean difference in personal self-concept levels of
the two groups was found to be very small (.10 in the
direction of the higher level for the experimental group).
Column four shows the standard error for this difference.
The t of .26 for the difference of persdnal self-concept
means for the two groups did not meet the critical require-
ment (t) of 2,00 for a df of 71 at the .05 level of
slgnificance. In faect, it failed to meet the required % of
1.67 at the .] significance level, Column six shows that
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the difference in the personal self-concept means for the
two groups was not significant at the level of gignificance
(P) of .10. Reading the table in the sawme mapner, it is
evident that no significant difference at P=,10 was found
to exiat between the means of the two groups for either
social or total self-concept levels. Table E in Psycho~
logical Statisties (1, p. 388) gives the required
distribution of %.

Critical Compariscn of the Changes in the Self-Concept
Levels of the Experimental and Control Groups

The third hypothesis was stated as follows: Changes
in the levels of certain personsl and social aspects of
self-concept are associated with experiences in a cliniecal
remedial-reading program. The null hypothesis was sta-
tlstically tested with Fisher's t statistic, using the
differences in initial test and retest personal, socisl,
and total self-concept scores for each group. The null
hypothesis was that no significant changes in the self-
concept levels of the experimental group occurred after
the period of reading clinic experiences.

Tables XI and XII show the significance of the changes
in aélf—concapt means for the experimentsl and control

groups.
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TABLE XI

SIGNIFICANCE OF THE CHANGES IN SELF-CONCEP?T
MEANS OF THE CORTROL GROUP

Sel-Concept | Thi¥1al | peteat | sEp, .. | o p
Agpects Mean Mean -
Personal
self-concept 49,6 52.3 9% 12,80 <.01
Soclal
self-concept 53.4 55.5 1.05 .10 >.10 NS
Total
self-concept | 103.0 105.8 1.67 }1.62 >.10 K8
TABLE XII

SIGNIFICANCE OF THE CHANGES IN SELF-CONCEPT
MEANS OF THE EXPERIMENTAL GROUP '

Bt e et i B e e e T T T A 4 e e b e B R et e Pl et e o]
self-Concept | TRIPI8L | metest | SEj .. | p
Aspecta Mean Mean -
Personal
self~concept 49,75 55.00 90 (5.2% < .001
Soecial .
self~concept 54,35 58.08 1,08 |3.46 < .00l
Total
self-concept 104,10 11%.08 1.89 14,76 <. .001

The initial test and retest means for the group in the

three aspects of self-concept appear in columns two and

three, respectively.
self-concept for the

cally significant (%

The mean gain of 2.7 in personal
contrel group proved to be statisti-
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significant difference was found for this group's mean
changes in social or total self-concept at the reguired
level of significanc¢e of .05, or even at P=.10. The
changes for all three aspects of self-concept were in the
direction of higher self-concept lavéls on the retests.

Significant differences between the initial test and
retest means for personal, social, and total self-concept
of the experimental group were revealed at a P=,00)l, The
£ of 5.25 for the mean change in personal gelf-concept was
far greater than the required £ of 2.00 at the .05 level of
significance, or even greater than the required & of about
3.45% at the P»,001l., The same was found to be true for the
¥ of 3.46 for the mean change in social gelf-concept and
for the £ of 4.76 for the mean change in total self-
concept. These changes were in the direction of increased
self-concept levels for all three aspects.

Table XIII ghows the significance of the differences
hefween the mean changes in self-concept levels of the two
groups. TFisher's t technique was statistically applied to
the differences of the mean differences of personal,
social, and total self-congept scores of initial tests

and retests of the two groups.
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TABLE XIII

SIGNIFICANCE OF THE DIFFRRENCES BETWEEN THE MEAN CHANGES
IN SELF-CONCEPT LEVELS OF THE EXPERIMENTAL
ARD CONTROL GROUPS

Self-Concept | ™M " SE
Agpects DG Bc Difs L2 P
Personal

gelf-concept 2.62 5.25 1.395 1.885 %.05 KS

Social
self-concept .11 3.7% i.641 2.212 £ .05

Total
self-concept 2.74 8.98 2.727 2.285 <08

Ho significant difference at Pe.05 was found between
the mean changes of the groups iz personal self-concept;
the § of 1.885 was not sufficient to meet the required %
of 2,00. However, the § of 2,212 for the difference in
mean changes of the groups for social self-concept and the
t of 2,285 for the difference in mean changes of the groups
for tiotal self-concept were high enough to meet the criti-
cal § reguirement at the .05 level of significance. All
changes in concept levels were in the direction of higher
ones for the experimental group.

Correlations of the Experimental Group's Changes in
Reading Levels with Its Changes in
Levels of Self-Concept

The last hypothesis to be tested in this study read:

Changes in levels of reading comprehension, reading vocabu-

lary, and total reading skills, associated with experiences
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in a clinlical remedial-reading program, are related to
corresponding changes in the levels of self~-concept, To
relate the amount of changes in reading levels to the amount
of changees in personal, social, and total self-concept
levels of the experimental group, the difference scores
(derived from scores made on initial tests and retests of
self-concept) were correlated with the difference reading
grade placement score deviations from actual grade place-
ments (derived from initial test and retest data).
Pearson's product moment coefficients of correlation were
computed for the same aspects of self-concept and reading
that were used in the testing of the first hypothesis.
This procedure was repeated for the control group for com~
parative purposes.

Tables X1V and XV ghow these correlations of changes
in reading levels with changes in seif-concept levels of
the two groups. The correlations for the experimental
group were all low but positive, ranging from .082 (for
correlation of changes in reading vocabulary level with
changes in personal self-concept level) to .238 (for cor-
relation of changes in reading comprehension level with
changes in personal self-concept level. The latter cor-
relation was the only one that met the .05 level required
for a significant correlation of .232 for a df of 70
(3, p. 231).
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TABLE XIV

CORRELATIONS OF THE EXPERIMENTAL GROUP'S CHANGES IN READING
LEVELS WITH ITS CHANGES IN SELF~CONCEPT LEVELS IN TERMS
OF DIFFERENCES IN READING GRADE PLACEMENT
DEVIATIONS FROM ACTUAL GRADE PLACEMENTS
AND DIFFERENCES IN SELP-~CONCEPT
SCORES MADE ON INITIAL
TESTS AND RETESTS

o . .

Changea in Changes in Levels of Self-Concept

ngvigg Personal Soeial Total

Self-Concept Self-Concepd Self-Concept

Reading

vocabulary 082 +131 ~098
Reading com~

prehension . 238 «157 217
Total

reading 202 181 . 199

TABLE XV

CORRELATIORS OF THE CONTROL GROUP'S CHANGES IN READING
LEVELS WITH IT3 CHANGES IN SELF-CONCEPT LEVELS IN
TERMS OF DIFFERENCES IN READING GRADE PLACEMENT
DEVIATIONS FROM ACTUAL GRADE PLACEMENTS
ARD DIFFERENCES IN SELP-CONCEPT
3CORES MADE ON INITIAL
TESTS AND RETESTS

Changes in Changes in Levels of Self-Concept
R;:&ifg Personal Social Total
Self~-Concept Self-Concept Self-Concept

Reading

vacabulary +018 - 166 - 075
Reading com-

prehension .108 -.056 069
Total

reading .104 ~.183 -.019
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Changes in total reading level with changes in total
gelf-concept level correlated at 199, The correlations
for these changes of the control group ran somewhat lower,
clustering close to zero correlation and ranging from ~.183
0 .108. Changes in total reading level with total self-

concept level correlated at -.019.

Findings of the Study

Major Findings
A summary of an analysis of the statistical treatment

of the data is presented here as major findings of the
investigation. Correlations of all three aspects of self-
concept levels with all three aspects of reading
achievement for both groups on initial tests were of a

low positive nature. Those of ithe experimental group were
gomewhat highex, with the exceptions of correlations of:
{(a) personal self-concept with vocabulary achievement,

(b) total self-concept with vocabulary schievement, and

(¢) perscnal self-concept with total reading. The corrsla-
tions of the latter two were practically the same as those
for the experimental group. All coefficients of correla-
tion of both groups, except twe of the control group, met
the critical reguirement for significance at the .05 level,
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Bo significant differsnces were found between the
initial test self-concept means of the experimental and
econtrol groups at P=.10,

The mean gain in personal gelf-concept for the con-
troel group proved to be statiatically significant at P=,.01
with a $=2.80. The mean gains in soclial self~concept and
in total self-concept were nolb considered significant at
P=,10 with £'s of .10 and 1.62, respectively. Changes
in all three aspecis of self-concept means were found to
be significant at P=.00l; % for gain in personal self-
concept was 5.25, £ for gain in socigl sell-concept was
2,46, and t for gein in total self-concept was 4.76. At
the 5 per cent significance level, no significant differ-
ence was detected between the mean changes in the personal
gself-concept of the twe groups. However, the gain of the
experimental group over the control group was fairly
large (4=1.885, which was not quite enough to meet the
critical requirement of a § of 2.000 at the .05 level
of significance). Attention is called to the signifi-
cant change in personal gelf-concept levels of the control
group on initial tests and retests (f of 2.80 at P=.01).
Even though the experimental group had a t of 5.25,
which was a significant difference in the perscnal self-
concept levels on initial tests and retests at a P=,001,

this was not quite high enough to make a £ of 2,000
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required to meet the critical test of a significant d4if-
ference hetween the mean changes im this agpect of
self-concept of the two groups.

All changes in the correlations of the three reading
agpects with all three of the aspects of self-concept of
the experimental group were low positive, These correla-
tions of the control group were somewhat lower in each case
and clustering around zero correlation with some low nega-
tive correlations. The coefficlent of correlation for the
experimental group's changes in personal self-concept level
with its changes in levels of reading comprehension was the
only one of either group to meet the critical requirement
for significasnce at the .05 level.

Some Incidental Findings

Some minor findings became apparent during this
investigation:

(&) Many reading clinie pupils had low language fac-
tors intelligence, making it necessary for them to possess
meh higher non«language or performance intelligence in
order to meet the requirement of approximately 100 total
factors intelligence guotient.

(b) No reading clinic pupils were judged to be in the
lower quartile for soclo-economic status, Lack of parental

values for education, broken homes, and lack of
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transportation to the clinics might have been some of the
contributing factora to this condition.

(¢) The reading clinic pupils made significantly
higher school readiness percentiles when they started to
school, but they failed to do as well as the control group
in reading and spelling achievement in later elementary
school years. The experimental group was slightly betler
in arithmetic than was the control group.

(d) For the experimental group, there was a signifi-
cant difference between the language or verbal factors and
between the total or full-scale intelligence scores made on
the group and individual mental maturity tests. The per-
foymance scores ran lower on the individual test, but those
for verbal and full-scale intelligence ran higher than
those on the group test. Thus, it would appear that both
individual and group Vvesis are useful instruments for
gaining information about the reading clinic pupils' mental
maturity factors.

(e) The group test of reading ability (like the group
test of intellizence) may serve as a screening lustrument
for possible reading clinic pupils, A significant differ-
ence was found between the means of the isndividual and
group reading tests for coumprehension and total reading

levels, However, thig is not quite a fair comparison,
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since the group test has the factor of speed bullt into 1t
and the ipdividual test has a separate score for this
factor.

{£) The question has often been raised, "Are the
schools teaching resding 2kills?” It appears that the
schools of the school systen selected for this study are
teaching reading skills effectively, if the control group
was a typical population (a fact that was pot established
in this study, since it was operating slightly above the
national norms for all three aspects of reading measured
on the initial tests., The experimental group did more
poorly in vocabulary than they dld in comprehension on
initial tests,

(g) Work in word attack skills and use of low
vocabulary~-high interest reading materials were recommended
for many of the reading clinic pupils.

{(b) On initial testing, several of the reading clinie
pupils were not operating on a total reading level of two
or more years below the national normsg for the group read-
ing teat. However, these boys were not admitted to the
clinics on the basis of scores made on this test; they were
admitted on the basis of individual test scores. The mean
difference between the individual test grsde placement and
the actual grade placement ran much lower (-1.92) than

those of the group teat (~1.29).
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(1) The reading clinic pupils made significant gains
over the control group in all aspects of reading tested.
The null hypothesis was rejected at P=.001 with t's of 4.4l
and 4.45 for difference between the two groupas' mean gains
in comprehension and total reading levels, respectively.
It was rejected at P=.01l with 2 t of 2.76 for the differ-
ence between the two groups' mean gains in reading
vocabulary levels. All gaing were in the direction of
higher ones for the experimental group.

(J) ¥Bearly all of the children in the reading clinic
were boys. It has been hypothesized that the elementary
school classrooms with women teachers provide fewer oppor-
tunitvies for the boys to achieve proper self-concepts than
they do for the girls (2, p. 228).
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CHAPTER V
SUMMARY, CONCLUSIONS, ARD RECOMMENDATIORS

Summary of the Data

This study attempted to determine some relations
between changes in reading skills and changes in cextain
selected aspects of self-concept accompanying a ¢linical
remedial-reading progran for elementary school boys with
low resding ablility and reasonably normal intelligence.
Solution to the problem was sought through the testing of
four hypotheses: (a) For children with approximately
normal and equal language factors of intelligence, levels
of certain personal and social aspects of self-concept are
associated with levels of reading vocabulary, comprehen~
sion, and total reading skills. (b) For children with
approximately normal and equal language factors of intelli-
gence, there is & significant difference between the levels
of self-concept of pupils with persistent reading problems
and the levels of self-concept of pupils with reasonably
normal reading abilities. (c¢) Changes in the levels of
certaln personal and social aspects of gelf-concept are
assoclated with experiences in & clinical remedial-reading

program. {(4) Changes in the levels of reading vocabulary,

135
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reading comprehension, and total reading skilla, associated
with experiences in a ¢linical remedial-reading progranm,
are related to corresponding changes in the levels of
sell-concept,

The background and significance of this kind of study
were peinted out; scme values of the self-concept as a
congtruct to be used in the investigatlon of psychological
factors associated with reading achievement were explained.
A balanced integration of individual remedial-reading
instruction and therepeutic guidance and counsellng in
personality adjustment was suggested for remedial-reading
elinics., This interdisciplinary case study approach was
based on organismic, Gestalt, and psychoanalytic schools’®
considerations for covert feelings and cther whole charac-
teristics of the learner and the learning situation; yet,
the principles of mechanistic learning of reading skills
were not ignored.

The experimental population of this study was composed
of seventy~two reasonably normal white boys of grades four,
five, six, and seven of a large southwestern city. These
boys were operating on a level of approximately two years
below netional grade placement norms for total reading
skills., They were reasonably free from physical or intel-
lectuai defects; thelr problem was largely one of reading

disabllity. 4 control group was formed by matching each
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experimental subject with another pupil of the same school
system, sex, and grade and of approximately the same
¢hronological age and language factors intelligence quo-~
tient.

The California Test of Personality and the Reading

Test of the California Achievement Tests were administered

to both groups. After approximately sevenbeen weeks of
gehool (which included two or three days per week of indi-~
viduaslized c¢linical instruction for the experimentsl
group), retests in reading achievement and self-concept
were administered to the experimental and control groups.
Changes in reading levels and ir self-concept levels were
deternined for both of these groups.

Descriptive information wae obtalned from (a) cumula-
tive records, (b) psychological reports, and (c) reports
and records of teachers, principals, c¢linicians, and par-
ents., The two groups were considered comparable in
practically all factors except non-language and total
factors intelligence, grades repeated, school readiness,
and reading and spelling grade placement deviations from
actual grade placements.

The tenability of the first two hypotheses was deter-
nined from the initial test data of gself~concept scores and
reading grade placement deviations from actual grade place-

nents of both groups. The tenabllity of the last two
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hypotheses was computed from the differences in reading
levels and self-concept levels of the groups' initial test
and retest data. Pearson's product moment coefficients of
correlation were statistically computed from the data to
check the tenabllity of the first and fourth hypotheses.
Fisher's t technique was used in computing the significance
of the difference betwsen the two groups' means for reading

levels and self-concept levels.

Conclusions

The statistical findings of this investigation led to
several conclusions, which are considered applicable to the
subjects of this investigation or to comparable groups
operating under the limitations of the study:

(a) Por boys with approximately normal and equal
language factors of intellligence, there is a significant
positive relationshlp between these levels of self~-concept
and reading:

(1) Vocabulary and personal self-concept

(2) Comprehension and personal self-concept

(3) Total reading skills and personal sslf~
concept

(4) Vocabulary and social self-concept

(5) Comprshension and social self-concept

(6) Total reading skills and social self-concept

(7) Vocabulary and total self-concept
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(8) Comprehension and total self-concept
(9) Total reading skills and total self-concept.

These correlations for both experimental and control
groups were rather low, ranging from ,202 to .370. Corre-
lation of total reading skills with total self-concept wes
+319 for the control group and ,359 for the experimental
group. (See Tables VIIT and IX.) All except two of these
correlations met critical requirements for significance.

(b) For boys with approximately normal and equal
language factors of intelligence, no significant difference
was found to exist between the levels of self-concept of
pupiis with persistent reading problems and the levels of
self-concept of pupils with reasonsbly normal reeding
abllities. The null hypothesis was accepted at a level of
significance greater than .10 for the differences between
the two groups' means for personal, social, and total self-
concepts. (Se¢e Table X.)

(¢c) Changes in social self-goncept levels and changes
in total self-concept levels seem to be positively asso-
ciated with experiences in a clinical remedial-reading
program. Changes in personal self-concept levels do not
appear te be significantly mssociated with these experi-
ences. The null hypothesis was accepted at a level greater
than .00l for the significance of the mean changes in per-

sonal, social, and total self-concept of the experimental
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group. (See Table XII.,) The null hypothesis was rejected
at a level less than .10 for the significance of the mean
changes in social and total self-concept levels of the con-
trol group; however, it was accepted at & P greater than
.01 for this group's significance of the msan change in
personal self-concept level, (See Tsble XI.) The % of
1.88% was not guite large enough to reject the null
hypothesis at P=,05 for the significance of the difference
between the mean chenges in the personal self-concept
levels of the two groups; however, the null hypothesis was
rejected at this level for the significance of the differ-
ence between the mean changes in the levels of soelal
self-concept of the two groups. This was also true for the
significance of the difference between the mean changes in
total self-concept levels of the experimentzal and control
groups. (See Table XIII.)

(d) Changes in the levels of reading comprehsnsion,
reading wvocabulary, and total reading skllls, associated
with experiences in a ¢linical remedisl-reading progran,
are each positively (but not significantly) related to
corresponding changes in the levels of personal, social,
and total self-concept. The only significant correlation
was a .238 between changes in reading comprehension level
and changes in personal self-concept level of the experi-~

mental group. In each comparison of corrslations of the
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two groups' changes in reading levels with their changes in
self-concept lsvels, those for the experimental group were
higher. These correlations for #he control group ran much
closer to zero, some being of a negative nature, Correla-
tion of the experimental group's change in total reading
levelg with its change in totel self-concept levels was
.199; this correlation for the control group was -.0l9.

Recommendations

The findings of thig investigabtion seem to point to
the vital need for proper positive self-concapts in each
reader. This in turn may suggest to the school adminias-
trators and teachers some implications for education:

{(a) Provisions should be made in each child's curricu~
lum for opporbtunities to build up desirable self~-feelings
and self-attitudes through experiences in group therapy,
play therapy, non-directive counseling, child-ceatered
quality tesching, and other permissive situations free from
undue pressures, in order to provide encouragement of pupil
initiative and self-~-help. |

(b) Perhaps some instrument or other method could be
devised for identifying (early in the primary grades) the
children with poor self-concepts, which may relate with the
reading problems discovered in the middlie grades.

(¢) Teachers and reading e¢linicians might receive more

definite training in therapeutic gulidance in persconality
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adjustment as well as in the correction of mechanical dif-
ficulties encountered in reading. ZEmpathic regard for
rapport snd the covert feelings of the learner seem to be
very important parts of the teaching-learning situation.
(d) Perhaps this investigation sheds some light on
the values of a remedial~reading clinic which attempts to
blend reading instruction with therapeutic counseling. A
secondary question was ralsed in this study: "Is separate
psychotherapy necessary or ¢an it be combined simul-~
taneously with remedial-reading instruction?® There was
no attempt to check statistlically any hypothesis regerding
this question. However, gains in both reading levels and
self-concept levels of the reading c¢linic pupils were much
better than expectations indicated by the control group's
performances and national nrorms for the instruments used.
(e) More men teachers in the elementary schools might
help boys to form more masculine self-concepts through
ratterns of behavior and mores. |
The relationship of the various aspects of self-
concept with learning should be viewed as an on-going
process, Follow-up studies in this area should be made
periodically to help determine the exact extent and nature
of this relationship. Bome suggested studies for further

Tesearch are:
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{a) Btudies of the relatedness of self-concepts with
word-attack skills, oral reading skills, parental pres-
sures, levels of aspiration, social roles, and school
readiness.

(b) Studies of self-concepts of pupils of special
educstion classes, including physically handicapped and
guperior and inferior intellectual groups.

Application of geveral of the self-concept instru-
nents, including G~seorts, paper-and-pencil tests, parents'
and teachers' observations of changes in self-concepts,

and the like could be utilized in such studies.



APPENDIX

INSTRUMENTS USZD FOR RECORDING DATA

DESCRIPTIVE DATA SHEBT

Pupil: Sehool: Grade: Birthday:

HOgE BACRGROUND _—

Father's Occupation: Social Status:

Mother Works? _ Number of Sibiings:_ Other Adults in
Home:

Step-parent or Guardian? Broken Home?

HEALTH RECORD

Genexral Health: Illnesses:

Physical Defects: Aceidents:

Nervous Symptoms: Coordination:

Vision: Hearing: Bpeech: Other:

SCHCOL T———

Grades Skipped:  Grades Repeated: Grades Summary:

Sehool Readiness:Metropolitan Test: %ntile.Test Date:
Behavior: '
California Achlevement lest Grade Placements: 1est Date:

Reading: Arithmetic: Spelling:
Initia)l Test on Reading: Date of Test:
Vocabulary: Comprehension: Total:
Re-test on Reading: Date of Test:
- Vocabulary: Comprehension: Total:
Gates Reading Survey: Date of Test:
Vocabulary: Comprehension: Bpeed:_ Totals_

PSYCHOLOGICAL TATA
I.Q.: California Test of Mental Maturlty: Date of Test:

Language: Ron-language: Total:
Wechsler Intelligence Scale for Chlldren: Test bate:
Verbal: Performance: Full Scale:

Personality: Jallfornia Test of Fersonality:
Initial Test: Date of Test:

Personsl: Social: Total:
Re-test: Date of Test:
Personal: Socials otal:

Other Tests of Personality: Date of Tests:

READING CLINIC DATA FOR LAPERIMINTAL GROUP
Reading Clinic: Date of Admission:

144
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Summary and Recommendations of Staffing:

Interests: Tate:
Materials Head: Date:
Anecdotal Records: Date:

Date:
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PARENTS' INFORMATION SHERT

Dear Farent:

It 18 the desire of our psychologists to have the most com-
plete picture possible of your child in order to better

understand the problem.

This questionnaire will help you

give us the information we need to be of as much assistance

as possible.

Name of child Sex Age

Date of birth Race

Sehool Grade

Father Oceupation Address
Mother Occupation Address
Home Fhone Bus, Phone

“Mother / Pather

Mother / Father

Parents living together Parents separated

Parents divorced .

if parents are separated or divorced, when?

List by name the members of your family in the order of
their ages beginning with the oldest parent. (Give sex of

children.
MEMBER

AGE

BOY OR GIRL

*1f divorced, who has custody of the children?
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MEDICAL AND DEVELOPMENT HISTORY

This is a very important section of our astudy of your
youngster. The information you furnish in this area, like
all the rest, 1s held in strictest confidence. Medical
history material will be reviewed by the physiclan in
charge of our School Health Department.

Flease answer in your own words in the blanks provided.

My c¢hild's physician's name is DBr.
and hig office is located at R

My child was born after months pregnancy. During
the pregnancy the mother's health was _
The labor lasted for hours. My doctor told me that
the delivery was
My ¢hild’s welght at birth was pounds ounces
and wag: DYottle fed

breast fed
As far as feeding problems were concerned, my child

Weaning took place at the age of months, VWeaning my
ehlild was

Tellet training for my child was
and took place at the age of E mnonths .
as
Ag far as i1llness is concermed, my child ) had
(has not
high fevers that lasted for some time. This high fever was
at the age of and the disease was dieg-
(Fears) {(months)
ncged as .

As far as serious accidents (falls, bumms, cuts, broken
bones, etc.) are concerned, my child
(has convulsions or seizures OT speils
My child )
(has never had seizures or convulsions or spells__
The latest physical examination was made by Dr.

7/ Date
and revealed
My echild’s vision is hearing iz
speech is

My child sat up unsupported at months

moved about on floor a%F — — "

walked alone at "

initiated speech dounds &t "

began to name objects at ' "
began to feed self at
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I. AT HOME:

Flease check in the blank apaces provided the statements
below that describe your child hest.

When playing my child:

Likes best to play with younger children
With older children
With those his own age

If he could, he would

Like to have many playmates

Just a few

Likes to play alone

Likes to play with just one other child

My child likes to play with Boys Girls or both

about the
sane
My child seems to enjoy most those games that:
Are rough
Are noigy
Are quiet

Hegquire little physical activity
Have very definite rules
Require a great deal of make-believe

My child, when losing a game,

Almost always loses his temper

Keeps right on playing

Works even harder

Beems to "give-up"

Usually blames someone or something for the
loss

Gets discouraged and wants to quit

My child likes:s

To play at home

At someone else's house

To have grown-~ups watch the play

To "make rules" and decide how things shall go
Por someone else to make the decisions

As far as punishment for my child is concernmed, I really
feel that (please fill in using your own wordsiz

As far as eating is concerned, my child:

Has a good appetite

is never hungry at meals, but wents to eat
between meals
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Just wants cexrtain foods and raises a fuss
when a more balanced meal 1s suggested

Just wants sweets~--candy, cookies

Hasa t0 be punished before he will eat & good
meal

Is no problem as far as diet 1ls concermed

Bats too much

Enjoys eating with the family

When it comes to gleeping, my ¢hild

Sleeps soundly

Sleeps poorly

Hates to go to bed

Has nightrares

Walks in sleep

Cries and talke in sleep

Wets the bed sometimes

Wets the bed often (more than once a week)

When it comes to talking about problems, worries, fears,

etc.,, my child:

Prodding is necessary

Will talk freely

Will keep hls thoughts to himgelf

Talks more freely with mother

Configes more with (insert name of relation-
BR1p

When punishment is necessary, it is administered:

Most often by mother

Most often by father

By whipping or spanking

By shaming

By sending out of room or away from family
group

By stopping his playing with other children

By cutting off his aliowance

By denial of privileges, please explain

With members of the family, my child:
Gets along best with

(Insert name and relationship)
Feels more at ease with (Use your own words):

Seems Lo got upset MOSt when:
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With respect to my child's difficulties according to mg
ideas the main problems are (Please use your own words):

1.
2.
-

Other people tell me the main problems are:
1.
2.
3.

II. AT SCHOQL

My c¢hild atarted school in
at the age of '
ears Months

The following schools have been attended by my child:

Hame of School Address (Name of city) GRADE
My child is now in and has
Grade {Rame of teacher)

for his homeroom teacher. Best school work is done in the
following:

Reading Arithmetic Writing Spelling Ary
Other

My child has no trouble with school work in

Homework for my child:

Is done with no bother or not tco much trouble
Iz a source of some unhappiness and trouble

Is something I have %o force him/her to do

Is something father helps with most

Iz something mother helps with moat

Frankly, my feelings about homework for my child is (use
your own words):
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I ¢hink my child would like school if

My c¢hild has had or is still having problems with:

Has Has Had Hag Has Had

Thumb-sucking — —_— Excessive
Pinger-sucking _ — erying — —
Fail-biting —_— — Feelings
Restlessness — — easily
Jerking move- hurt — —_—

ments — —_— Running away
Day-dreaming —_— _— from home —_—
Filghting —_— —_— Taking
Pear of dark — — thingse —_— —
Others running Bullying — —_—

over him — — Complaints
Bxaggerating of sick~

or telling ness or

lies —_— — pains —_— —
Excessive Always

demands — — hungry — —

Temper tantrums

Has your child ever had contact with the police or the
Juvenile Authoritiesg?

If so, when and why?

Among the relatives there have been some who have had dif-
ficuities with:

Relationship to your child |

Stammering or stuttering

"SPELLS," eonvulsions

Explosive temper

Extreme shyness

Mental retardation

Chronic¢ aleoholism

Treatment in Mental
Institution

Drag Addiction

Filled out by
Relation to child

Date

(Any additional information you feel would be helpful to
us, please write on another sheet of paper and enclose with
this questionnalire)




PRINCIPAL'IS REFERRAL FOR INDIVIDUAL STUDY

Kame of Pupil

Rirthdate: Month

i%e

Day - Year
Address Parent Telephone:
siness
Home
Sechool Grade Race Sex

Referred to: Research Department
Special Bducation Department

Referral discussed with parent? Yes No If ansver is

yes, who discussed the referral?

Reason for referral:

¥ision Suspected Mental Retardation
Hearing Lack of adequate academic
Speech progress

Orthopedic aress:

Reading Emotioconal

Behavior__ Cther

Pertinent problem(s) necessitating referral:

1. Health Information:

Yision:

Hearing:

R L Date Tested Comment

R L Date Tested Comment

sudiogrsm made: Yes No  Test

Previous Illnesses:

Conment

Tige! ¥ind

L
¥ T
¥
1

Ll \

History of convulsive seizures:

Hesrt condition:

oignificant Physical deviations:

Conment :
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2. Home Data:
Occupation of father
Ocecupation of mother
Kumber of adults living in home
Rumber brothers Numbexr sisters

3. School Data:
Adctual School Placement (grade)
Achievement Placement: Reading
Arithmetic
Spelling
Summary of grades appearing orn cumulative card
Grades repeated: Grades skipped:
Behavior:

]

Comménts of Teacher(s):

Salient facts which should be known about thig ehild:

Have the services of the Visiting Teacher Division
been requested in this case? . Yes Ko

Test ilaformation:

-

. ' X Grade
t L 3 !
Test Form Date Given CA ' HMA * IQ ! Placement

w el wl w] =] «] -

1
1
[
t
¥
J
]

w wf e e o]
of o] e ) w] e o
o = wf ol wf

“i o o) wp = =} o

EEEEREE X

Conmments:

Principal's Signature
Date
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HECORD OF PSYCHOLOGICAL EXAMINATICN

Case No. Date of Examination
Name Referred by
Birthdate: Age Sex Race
- Fo. /7 Day / Year ¥re./Hos.
School Grade
Phone:
HotheT TddTess pome:
Phone
Father Kddress Bus. :
1. Reason for referral:
2. Record of previous exeminations: RESULTS
Date Test C.4, M.A, Ig

Tests administered this testing:

Test findings (Statistical):

Discussion, observations
(1) Child came accompanied by

Remarks:

(2) Repport: (attitude, cooperation, mood, ete.)

(3) General arm, hand, and body movements (Gen'l
coordination gait, peculiarities) appeared:



(4)

(5)

(6)

(7)

(8)

(9)

(10)

(11)

155

Paychomotor activity (motor manifestations of
narvousness, etc,.)

Orientation: Personal Spatial Temporal

SENSORY: a. Vision:
General acuity:
Color:
Form:
Reversals:
Other visual disturbances:

EXPRESUIVE:
a. Speech, language:
b. Visuvomotor coerdination

INTELLECTUAL FUNCTIONING (describe gualitatively,
in detail):

PEHRSCNALITY:

SUMMARY :

RECOMMENDATIONS
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READING CLINIC'S
ENROLLMENT INFORMATION SHEET

Ranme School

Parent's Name Address Phone
Age Birthday Grade Plscement

Date of enrolilment Teacher

Sehool Record:

Kindergarten

Age entered first grade

Railures

Health History:

Interasts:

Reading difficulty as parent sees it:

Other comments:

Enrolled by:




NAME OF CHILD

RIEADING CLINIC'S
SUMMARY OF TESTS
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PHYSICAL REPORT:

Vision checked:
Hearing checked:

PSYCHOLOGICAL RBPORT:
Date

Test

Kegults

READING TESTS:

Durrelli-Sullivan
Languspe Capacity

Late

Form

Score

Date

Form

“Score

Grade Placement

Gates Diagnostic
Oral Reading

Reversgal

Phrase Percevption

Woprd Perception

Spelling

Vis. Perception
Technigues

Auditory Technigues

Comments:


mailto:B@ad.iag
mailto:f@mmti.rn
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