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CHAPTER I 

THE PROBLEM AND DEFINITIONS OF TERMS 

INTRODUCTION 

The importance of reading can not be denied, although 

with today's technology one can be better informed than ever 

before without it. Louis Untermeyer wrote 

Why do Americans read? Basically, there are only two 
reasons why we read. The prevailing one is obvious: to 
escape, to avoid the routine of everyday living, "to 
get away from it all," to immure ourselves in some 
fantastic other-world than ours--a world more romantic 
and glamorous and adventurous--to leave this realistic 
world for an unrealistic one. The other reason is the 
exact opposite, not to escape the world but to accept 
it, to use books as a means of sharing, of1recognition, 
to enter the world with greater awareness. 

Another viewpoint on the state of reading today is ex-

pressed by H. Vail Deale. 

Reading is an art, but a very practical and necessary one 
for those who would survive in today's lively and 
complex world. Students always have read, and always 
will--but our schools are neglecting one of their 
basic functions if they fail to teach reading skills, 
and fail to encourage the individual student to ~p­
preciate all manifestations of the printed word. 

The schools' performance in teaching reading leaves 

much to be desired. Low-level reading performance by 

approximately one third of the nation's youth has now become a 

grave national concern.3 

1Lou1s Untermeyer, New Directions in Reading (New York: 
Banta~ Books, 1967, p 2. 

H. Vail Deale, "The Excitement of a Crowded Library", 
Wisco~sin Library Bulletin, 65:1, January-February, 1969, p 29. 

Lyman C. Hunt, "The Lively Learning Center and the 
Alert Librarian", Wilson Library Bulletin, November 1970, p 1088. 



Only five per cent of North Americans can be thought of as 

habitual readers, or, to put it more urgently, ninety-five 

per cent of those who attend school will probably never take to read­

ing as a matter of habit. 1 

Studies also show that reading is rated low among choices 

of what children would choose to do or have chosen to do with 

their time outside of school.2 

One phase of the school library program is encouraging 

and teaching children to read and to enJoy reading. The 

question arises as to the ettectiveness ot such a program. The 

content ot a program, it it exists, is determined by individual 

librarians anct is mainly dependent and concerned with the needs, 

interests and abilities of the school population. Thus, 

limited uniformity exists in this process of encouraging and 

teaching reading in school learning centers. 

STATEMENT OF THE PROBLEM 

This study is aesigned to determine whether nine, ten, 

eleven and twelve year old students in a selected school Learning 

Center environment will improve their reading skills after 

a required sustained silent reading program. 

HYPOTHESlS 

There will be no significant difference in the readinQ 

1L. F. Ashley, "Children's Reading Interests and In­
dividualized Reading", Elementa:Y Enfil,sh,_December, 1Y7U, p 2Y5. 

�Nor1ne Odland, "Discovering Wat Children Have Learned 
About Literature", Elementary English, December, 1970, p 276. 



3 
ability of nine, ten, eleven and twelve year old students 

participating in a sustained silent reading program and nine, ten, 

eleven and twelve year old students who have not participated 

in such a program, as measured by the ~tanford Achievement Test, 

~ubtests word Meaning, Paragraph Meaning, Spelling and Language. 

IMPORTANCE OF THE STUDY 

This study will indicate the value of a formal sustained 

silent reading program in the elementary school Learning Center. 

In turn, this would suggest whether elementary school librarians 

should emphasize this so~t of reading program or should devote 

greater attention to other types of library services. 

DEFINITION OF TERMS 

Learning Center. An area offering both print and non-print media 

for students to use in the area or to borrow for home or class­

room use. 

Nine, ten, eleven and twelve year old students. In a non-graded 

school, Grant Elementary School, Waterloo, Iowa, students of 

these chronological ages are placed on a team of approximately 

one hundred students, and randomly assigned to one of four 

homerooms. These students are referred to as Team 111, rather 

than as belonging to grade three, four or five. For the 

purpose of this study, they will be considered as Team Ill. 

Sustained silent reading. A required period of time in which 

students read silently books of their own choice. 

Reading ability. Specifically, the ability to decode the printed 

symbols used in readin~; generally, adeptness ,n using what one 
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reads in life situations, interest in reading regularly and ability 

to involve oneself in silent reading frequently. 

ASSUMPTIONS 

lt is assumed that all students had an interest in improving 

their abilities in reading. Also, it is assumed that a regular 

program of reading instruction will be maintained by the 

classroom teacher using some methods of basal textbook, individ­

ualized, or learning experience approaches. The sustained silent 

reading program occuring 1n the Learning Center will be in 

addition to the classroom teaching or reading. The class-

room reading experiences will vary and will affect students' 

reading abilities to some degree. Indi~id~al students and 

their home and classroom reading habits will also vary and may be 

reflected in tests of reading skill. 

Socioeconomic factors which might have a bear~Ag on test results 

(the availability of print materials in the home) will tend 

to be negated since there is a random grouping of students in 

each homeroom of Team III. 

LIMITATIONS 

This study will be limited to four homerooms of Team III 

students, heterogeneously grouped. 

Testing will be limited to reading skill as measured by 

the Stanford Achievement Test, Subtests Word Meaning, Paragra;h 

Meaning and Spelling and Language. 



PROCEDURES 

This study required all Team III students of four home-

rooms to attend the Learning Center three times weekly for a nine 

week period of time. Students from the control groups studied, 

browsed, read randomly, or used audio visual materials independently. 

Students of the experimental groups chose books to read 

from several book carts stationed in the room. Many books 

at all levels of difficulty from easy to read picture books 

to very difficult were available. These students were required 

to sustain themselves in silent reading for twenty five minutes 

per period. There were no reports, written or oral. A quiet 

room was provided. Only silent reading wai permitted during the 

sustained silent reading period. The librarian in charge read 

silently during tnis tim~. 

This study tested four homerooms of Team III during the 

spring semester, 1971. The control group was two of these 

classes which had not been participating in the sustained silent 

reading program. The other two classes which had been r~-

quired to participate in the sustained silent reading program 

comprised the experimental group. A control factor to be 

considered is the quantity and qua~ity of silent reading exercise 

students had receivea in their classrooms. 

The Pretest-Posttest Control Grau~ Research Design was em­

ployed since only the expe,·imental group had bee~ exposed to a 
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school Learning Center imposed silent reaaing program. The 

Posttest as well as the Pretest consisted of the standardized test, 

the Stanford Acnievement Test, Subtests Word Meaning, Paiagraph 

Meaning, and Sp~lling and Language. 

The mean, a measure of central tendencies, was computed 

for both the control and experimental groups. T~e mean scores 

ot t,,e two groups were comparec to determine tne effectiveness 

of the learning Center sustained silent reading program. 



CHAPTER II 

REVIEW Of- THE L ITERAT' 1RE 

"The heart of an; reading program is books and the heart 

o"'." any library is books".l The traditional library he1d books and 

only books, and non-readers or reluctant readers chose simply 

not to use a library. The new concept of libraries as Learning 

Centers with non-pri ng materials to interest no,i-readers may 

be guiding students to even less use of print materials. In 

Learning to Read. tne Great Debate, Jeanne Cnall 2 statea there was , 

a need ~or more imaginative, self-teachiny, immediately rein-

forcing materials. In saying tnis sne is really pointing to 

cnildren's books. Boo1<s are creadve, imaginative, self-

teacning and reinforcing. Tne cnild reaus and his enJoyment, 

his gaining information, and his knowled~e that ne ~naerstands all 

act as contiguous reinforcement. Robert A. McCracken 3 belteves 

tnat tne best materials to tea~n reading are chiloren's books 

' and the best self-teaching proyram is a chi Id reading a chi,-

aren's oook. He a1so states tnat requiring a chi 1d to know a11 

the rules or reading {ski ils sucn as finding root words, using 

prefixes, and syl labicationJ before actually reacing d book 

will retard interest and ability in reading. Woro cal ling to the 

ex cl us, on o f re a .. i n g s i I en t I y i s mo re ha rm f u I than use f 1.11 • 

1Robert A. M~Cracken, "Auaiovisuals in Reaaing", School 
Libra2y Journai, May, 1~7u, p 37. 

Jeanne Chal 1, Learning to Read. the l:ireat Deoate {New York: 
Mcl:iraw, 1~67J, p't./t.. 

3Rooert A. McCracken, "Audiovisuals in Reading", School 
Library 1Journal, May, 1!1/u, p j/. 
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Lyman~. Hunt 1 states that involvement witn books must merit 

the hignest authority in the teaching of reading. Creating tne 

atmosphere for positive reading is the librarian's most 

pressing concern. Establishing of practice periods tor uninterruptrd 

sustained silent reaaing may be one of the best things a librarian 

can do, he feels. He further states that a librarian can and 

should provide free access ana flow of books to students and 

snould sponsor and promote a reading program. 

Some authors oelieve tne common classroom method of 

teaching reading using a nasal reaaer written on a student's reading 

level of ability is a harmtul practice, retarding both abilities 

and interests or the student. 

Semi-literate readers do not need semi-literate books. 
The simplistic language ot much of the life-leeched lit­
erature inflicted upon the average schoolchild is not justi­
fiable from any standpoint. Bright, average, dull--
however one classifies the child--he is immeasurably 
better off with books that are too difficult for him 
than books that are too simple. 

"Reading" is a peculiarly personal interaction 
between a reader and a book, an interaction differing 
in each case as widely as readers may differ from each other 
in breadth of experience and quality of mind. But in no case 
does this interaction dmand an understanding of every 
word by the reader. ln fact, the threshold of understanding 
--of meaningful interaction--is surprisingly low, and 
even in many comp1ex 2books can be pleasurably crossed by 
many simple readers. 

For this study, a wide variety of reading materials were 

provided. These materials ranged from picture books to quite 

difficult fiction and non-fiction. Also, children's and adult's 

lLyman C. Hunt, "The Lively Learning Center and the Alert 
Librarian", Wilson Library Bulletin, November, l97U, p 294. 

2oaniel N. Fader, Hooked on Books tNew York: Berkley 
Medallion, l9b8), p 66. 
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magazines were included in the arrayof materials. Quantities of 

materials were provided to the amount of at least eight selections 

per student, and materials were added weekly for variety. 

The purpose of this quantity and variety was to provide in­

teresting and exciting materials from which every student 

could select. 

In self-selection each child chooses a book or story 
he wants to read, one that appeals to him and his 
inner purposes. Unless the choice proves to be unwise, 
he agrees to complete the story before making another 
selection. When he finishes, he selects another story. 

Self-selection, when the child has the responsibility 
for choosing what to read, is one way to solve the 
problem of the right book for the right individual. 
Children get books which are ideal for them--books they can 
read with interest and satisfaction. The quick child 
finds material to challenge him; the slow child feels 
a sense of acTomplishment in reading material suited 
to his needs. 

James Herndon, in his teaching experiences in a junior 

high school, developed another theory on reading and its 

development, which emphasized that although much teaching of 

reading takes place in the schools, students have no time 

to really read. 

We just knew it was absurd that a normal O.K. American kid 
of any class or kind of twelve years old shouldn't be able 
to read. Why was it? Because reading is not difficult. 
Anyone can do it. It is an activity which no one seems to 
be able to explain but which everyone can do if given a 
chance. It is simple for people to do. If you know enough to 
tie your shoe and come in out of the rain, you can do it. 

If you can't do it, you must have been prevented 
from doing it. Most likely what prevented you was teaching. 

l~elen Fisher Darrow and Virgil M. Howes, Approaches to 
Individualized Reading (New York: Appleton-Century-Crofts,1960) 
p 44. 



10 

For one thing, if you have to get taught the same "skills" 
for seven years over and over again, you probably get the 
notion that it is very difficult indeed. But more important, 
the "skill" involved in reading is at once very simple and 
quite mysterious. Once you can look at C-A-T and 
get the notion that it is a clue to a certain sound, and 
moreover that very sound which you already know means that 
particular animal, then you can read, and that is ce,t&inly 
quite simple, even if the ability of humans to do this 
is opaque. What you probably need to do then is to read 
a lot and thereby get better at it, and very likely that's 
what you will do, again, if no one stops you. What stops 
you is people +eaching you skills and calling those skills 
"reading," which they are not, and giving you no time to 
actually read in the school without interruption. 

That, basically, seemed what was wrong with everything 
we had investigated. With the tests, with the "methods~ with 
the class structures, with the teacher's determination to teach 
--that no one had ever had much time in school to just 
read the damn books. They were always practicing up to 
read, and the practice itself was so unnecessary, or so 
diffucult, or so boring you were lfkely to figure that 
the task you were practicing for must combine those qualities 
and so reject it or be afraid of it. 

Another aspect of the practice of teaching reading is 

offered in the following excerpt. 

Independent reading is a time for children to try out new 
skills, to set their own goals--in short, to manage and or­
ganize reading for themselves. During this time children 
encounter many situations which they have to handle 
by themselves. 

During independent reading children frequently make 
important personal discoveries for helping themselves and 
for developing a skill to a far greater degree that direct 
instruction would indicate. Children enjoy the opportunity 
to figure out new words, to use their own resources 
for discovering word meanings. Not only is it time for 
them to put their skills to work, but many times they 
develop additional insights for tackling reading problems. 2 

lJames Herndon, How to Survive in Your Native Land (New 
York: Simon and Schuster, 1971), p 152. 

2Helen Fisher Darrow and Virgil M. Howes, Approaches to 
Individualized Reading (New York: Appleton-Century-Crofts, 1960) 
p 48. 
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Kathleen Harty has this to say about children's reading. 

The elementary school reading program has long recognized the 
wide range of reading abilities and interests amona 
students. It has been estimatt;d ·that ·in a typical 
classroom, approximately one third of the students are 
reading above grade level, one third at grade level and 
one third below grade level. 

Interest inventories and teacher observations have 
indicated that although students at a particular academic 
level have certain interests in common, there is still a 
wide diversity of interests among children. In addition, 
children's interests are frequently changing. As a part of the 
reading program it is necessary for the librarian to acknow­
ledge the variety of student interests and abilities both in 
the materials provided for children to read and in the 
guidance given to individual children. 

Although standardized reading tests, informal reading 
inventories and the classroom teacher's observations 
during the reading class are revealing of a child's reading 
ability and interest, it is in the actual selection and 
reading of a book that his inclinations and capabilities 
are best demonstrated. The observations of the librarian, 
then, may be pooled with the data collected by the 
classroom teacher so that both classroom instruction and 
library utilization may be enhanced for the child. 

If librarians are to be maximally helpful to students, 
growth in and through reading will develop if they are 
aware that each child has four different reading levels. 
These levels may best be defined in terms of a child's 
performances with reading materials which are written at 
various difficulty levels. 

The independent reading level is the level at which 
a child can read adequately "on his own". He reads with 
expression and fluency and has excellent comprehension.l 

L. F. Ashley2 in a study of children's reading interests 

states that the best chance of encouraging good reading habits lies 

in or before grade four but that there is very little hope after 

grade five since by this time reading habits have become set 

He found that interest in al~ost every field of literature falls 

lKathleen Harty, 11 The Real Book Lady," Wisconsin Library Bul­
letin , 65:1, January-February, 1969, p 46. 2L. F. Ashley, "Children's Reading Interests and Individualized 
Reading," Elementary English, December, 1970, p 1096. 
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away very sharply in the latter half of grade six. 

Many writers have examined reading and its related prob­

lems. The school library or Learning Center must become involved 

with these problems and attempt to deal with them. Consequently, 

this study grew from the question: Will time to read freely f~om a 

wide variety and range of materials help to pro,'uce better 

readers? An elemertary school library can have a positive 

effect on student growth in reading and therefore by inference 

can influence for quality education. 



CHAPTER III 

THE STANFORD ACHIEVEMENT TEST, GROUPS STUDIED 

AND PROCEDURES 

The Stanford Achievement Test was developed to provide dependable 

data concerning pupil achievement in important skills and content 

areas. In this study, only the subtests Word Meaning, Paragraph 

Meaning, Spelling and language were utilized. These subtests 

comprise the language Arts section of the test. 

Reliability of the Stanford Achievement Test is computed 

as accurate at the .01 level and validity was established through 

a content examination of the subtests in relation to the ob­

jectives of instruction of a nationwide sampling. 

The usefulness of the test depends largely upon the nature 

of the group from whichthe norming population was establishQd. 

The Stanford Achievement Test used random sampling of students 

nationwide to establish norms. 

The Stanford Achievement Test, Subtests Word Meaning, 

Paragraph Meaninq and ·Spelling and language was administeree 

to ninety eight Team III students in the Grant Elementary School 

during February of 1971. The Team III students included fifty 

nine boys and thirty nine girls. These students had chronological 

ages ranging from nine years to twelve years six months. Mental 

ages ranged from seveny three to one hundred twenty two on the 

California Test of Mental Maturity. 

Team III is assigned to Grant School as an age group, and 

in an ungraded situation. -~~df~ts-whose chronological age 
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falls in the nine to twelve year bracket are randomly assigned 

to Team III and to one of four homerooms within Team III. For 

the purpose of this study two homerooms were designated A and 

B and comprised the experimental group and two were designated 

C and D and made up the control group. Experimental groups 

A and B took part in the sustained silent reading program 

three times weekly for eight weeks, while control groups C and 

D were allowed to pursue independent activities, including 

reading, during their weekly meetings in the Learning Center. All 

fJur groups spent twenty five minutes three times weekly in 

the Learning Center. 

Table I contains a comparison of experimental groups A 

and B Pretest and Posttest mean scores on the Word Meaning subtest 

with the control groups C and D mean scores of the same test. 

The range is from 17.80 to 22.00 and the mean of the two ex­

perimental groups is 20.01 on the pretest and 21 .55 on the 

posttest. The mean for the control group is 18.81 pretest and 

19.68 for the posttest. 

Table II compares the experimental groups and the contra, 

groups on subtest Paragraph Meaning. The range is 23.96 to 29.00 

with the experimental group mean 27.28 on pretest and 27.68 

on posttest and control group mean 25.09 on pretest and 27.16 

on posttest. 

Table III compares the experimental groups and the control 

groups on subtest Spelling and Language. The range is 27.96 to 35. 17 

with the experimental group mean 31.23 on pretest and 31. 17 



1 5 

on posttest and control group mean 31.56 on pretest and 28.96 

on posttest. 

Table IV compares the experimental groups and the control 

groups on the total Language Arts battery. The range is 70. 12 

to 82.22. The experimental group mean is 78.76 on pretest and 

80.63 on posttest. The control group mean is 75.64 on the 

pretest and 76.69 on the posttest. 

Tables V and VI compare the experimental groups A and B 

pretest and posttest total mean scores with the control groups 

C and D pretest and posttest total mean scores separated into 

scores for boys only and girls only. 
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TABLE I 

COMPARISON OF EXPERIMENTAL GROUPS A AND B PRETEST AND 
POSTTEST WORD MEANING MEAN SCORES WITH CONTROL GROUPS C AND D 

PRETEST AND POSTTEST WORD MEANING MEAN SCORES 

Homeroom 

Experimental A 

Experimenta· B 

Control C 

Control D 

Range: 

Mean: 

Pretest Mean Score 

19.86 

20. 17 

19.83 

1 7. 80 

17. 80 to 20. 17 

20.01 
18.81 

Posttest Mean Score 

21.lO 

22.00 

21 . 4 3 

17.92 

17.92 to 22.00 

2L55 
19--. 68 



l 7 

TAB LE I I 

COMPARISON OF EXPERIMENTAL GROUPS A AND 8 PRETEST AND 
POSTTEST PARAGRAPH MEANING MEAN SCORES WITH CONTROL GROUPS C 

AND D PRETEST AND POSTTEST '@!GRAPH MEANING MEAN SCORES 

Homeroom 

Experimental A 

Experimental B 

Control C 

Control D 

Range: 

Mean: 

Pretest Mean Score 

25.90 

28.67 

26.22 

23.96 

23.96 to 28.67 

27.28 
25.09 

Posttest Mean Score 

28. 19 

27 17 

29.00 

25/32 

25.,32 to 29.00 

27 .68 
2 7. 16 



18 

TABLE I I I 

COMPARISON OF EXPERIMENTAL GROUPS A AND B PRETEST AND 
POSTTEST SPELLING AND LANGUAGE MEAN SCORES WITH CONTROL GROUPS 
C AND D PRETEST AND POSTTEST SPELLING AND LANGUAGE MEAN SCORES 

Homeroom 

Experimental A 

Experimental B 

Control C 

Control D 

Range: 

Mean: 

Pretest Mean Score 

31 . 0 5 

31 . 42 

35. 17 

27.96 

27.96 to 35.17 

31 . 23 
31 . 56 

Posttest Mean Score 

31. 76 

30.58 

29.60 

28.32 

28.32 to 31.76 

31. 17 
28.96 
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TABLE IV 

COMPARISON OF EXPERIMENTAL GROUPS AND B PRETEST AND POSTTEST 
LANGUAGE ARTS TOTAL MEAN SCORES WITH CONTROL GROUPS C AND D 

LANGUAGE ARTS TOTAL MEAN SCORES PRETEST AND POSTTEST 

Homeroom 

Experimental A 

Experimental B 

Control C 

Control D 

Range: 

Mean: 

Pretest Mean Score 

77.28 

80.25 

81. 17 

70. 12 

70.12 to 81.17 

78. 76 
75.64 

Posttest Mean Score 

81 . 5 2 

79.75 

82.22 

71 . 16 

71.16 to 82.22 

80. 63 
76.69 
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TABLE V 

COMPARISON OF EXPERIMENTAL GROUPS A AND B BOYS PRETEST AND 
POSTTEST TOTAL MEAN SCORES WITH CONTROL GROUPS C AND D BOYS PRETEST 

AND POSTTEST TOTAL MEAN SCORES 

Homeroom 

Experimental A 

Experimental B 

Control C 

Control D 

Range: 

Mean: 

Pretest Mean Score 

84.58 

71. 00 

79. 69 

65.00 

65.00 to 84.58 

77.79 
72.34 

Posttest Mean Score 

88. 17 

79. 14 

86.23 

67.17 

67.17 to 88. 17 

83.75 
76. 70 



TABLE VI 

COMPARISON OF EXPERIMENTAL GROUPS A AND B GIRLS PRETEST AND 

POSTTEST TOTAL MEAN SCORES WITH CONTROL GROUPS C AND D 

GIRLS PRETEST AND POSTTEST TOTAL MEAN SCORES 

21 

Homeroom Pretest Mean Score Posttest Mean Score 

Experimental A 

Experimental B 

Control C 

Control D 

Range: 

Mean: 

67.56 

79. 50 

83. 10 

81. 00 

67.56 to 83.10 

73.53 
82.05 

74.89 

70.60 

77.00 

7 3. 12 

70.60 to 77.00 

72.74 
75.06 
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INTERPRETATION OF THE TEST SCORES 

Table I shows the experimental group to have improved their 

mean test score on the subtest Word Meaning by 1.54 points, 

while the control group increased by only .87 points. 

Table Ii shows the experimental group to have increased 

their mean scores on subtest Paragraph MeJning by .48 points 

and the control group to have increased by 2.07 points. 

Table III, in comparing the experimental group loss of 

.6 point on subtest Spelling and Language also shows a loss 

on the part of the control group of 3.60 points. 

In Table IV, comparing total gain or loss on the tanguage 

Arts t ,ta1 battery, from pretest to posttest, the experimental 

group gained 1.87 points and control group 1.05. 

Thus, even with improvement on mean scores of Word Meaning 

and Paragraph Meaning for both control and experimental groups, 

losses of achievement on Spelling and Language for both groups negated 

any significant differences. 

Therefore the null hypotheses ~~s accepted; there is no 

significant difference between Team III students' reading 

abilities whether or not they have participated in a sustain,d silent 

reading program. 

Tables V and VI point out the relationships between boys 
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and girls and their mean scores for the total Language Arts 

battery. 

Interestingly, boys of both the experimental and control 

groups raised their mean scores by 5.96 and 4.36 points 

respectively while the mean scores of the girls dropped. The 

experimental group of girls lost .79 point and the girls of the 

control group dropoed their mean scores 6.99 points. 



CHAPTER V 

SUMMARY AND CONCLUSIONS 

SUMMARY 

This investigatton'•was:concerned with the improvement of 

reading abilities following a sustained silent reading program, 

which was conducted in the Learning Center. The Stanford Achievement 

Test, Language Arts subtests Word Meaning, Paragraph Meaning, 

and Spelling and Language was the testing instrument. 

A total of ninety eight subjects were in the sample; fifty 

nine boys and thirty nine girls whose ages ranged from nine years 

to twelve years six months. 

The experiment took place during February and March of 

1971 at Grant Elementary School, Waterloo, Iowa. 

CONCLUSIONS 

The conclusions regarding mean test scores both preceding 

and following the experimental treatment were marked by several 

inconsistencies. 

1. Although gains were made by both experimental and control 

groups in the areas of Word and Paragraph Meaning, the gains were 

so small as to be inconclusive. 

2. Decided loss was shown on mean scores of both groups on 

Spelling and Language usage. 

3. Gain on mean score of the experimental group in the 

total Language Arts battery was found to be .82 points which is 

not a significant gain. 
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4. Boys showed decided improvement between pretest and 

posttest mean scores, while girls had a slight loss between 

the pretest and the posttest. 

The testing instrument also may have been a poor choice. Ac-

cordint to Helen W. Cyrl 

The Sobrante·,Pa~tc,evaluation plan represented an attempt to 
study the program in terms of services and objectives of the 
media center and the librarian. What are these objectives? 
To teach word meaning? Word skills? Paragraph structure 
and the assimilation of discourse? Indeed not. However, 
the latter are the kinds of skills actually measured by 
standardized reading tests. 

Instead, aren't we concerned with the~~~tivation of 
students, inspiration of reading for enjoyment and personal 
self-fulfillment, helping teachers stimulate student 
learning? Aren't we more involved with the intellectual 
curiosity and the general knowledge of students, rather 
than their individual word skills? .•. Librarians should 
be cautioned, in the meantime, to study achievement tests 
carefully before using, if use them they must. 

LIMITATIONS OF THE PRESENT STUDY 

An obvious limitation of the present investigation is the 

small number in the sampling. The total of ninety eight students with 

forty nine in both the~expertmental and control groups is not 

a large enough sample to encourage generalizations. 

The sampling was not controlled except by age and placement 

in homerooms. For this study, socioeconomic background, emo­

tional stability and academic classroom achievement were dis.. 

regarded. 

THE NEED FOR FURTHER RESEARCH 

Sustain,d practtce~in silent reading was not found to be 

1Helen W. Cyr, 11 The Sobrante Park Evaluation Project 11
, School 

libraries, 20:1, Fall, 1970, p 24. 
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a factor in reading ability as tested by the Stanford Achievement 

Test. However, a long range study using a larger sample might 

prove to.have different results. 

A different testing instrument, perhaps based on attitudes 

and interests, rather than skills of reading, might have produced 

another aspect of the library's role in the teaching of 

reading. 

James Herndonl believes 

The "problem" of reading was simultaneously caused and invented 
by schools and their insistence on teaching "classes" and 
"groups"--and by the resulting quest of teachers finding 
ways to 11 teach, 11 i.e., ways to standardize and to measure. That 
there simply is no way to measure what is crucial about reading 
a book--namely whether or not the kid liked the book, whether 
he imagined himself involved in the adventures of Jim 
Hawkins, whether or not he was changed by it. "This 
should change your life, 11 says Rilke. Who can measure that? And 
yet it is all that counts. 

So we were caught curiously in the middle. We were in a 
school which hoped to measure and standardize everything, and 
in which the kids themselves knew that everything important 
got grades, could be measured and was standardized. No one 
was getting A's for being moved to tears when Long John 
Silver took off for the last time in the longboat. What we had to 
do was recreate the way of teaching reading which existed 
before schools were invented, and use it in the school itself. 
Reading not as a skill (to be measured) but as an art (that 
'1hil:h· changes). 

There would be little to lose and much to be gained 

from a long range study based upon children's silent reading as 

a form of art. 

1James Herndon, How to Survive in Your Native Land (New York: 
Simon and Schuster, 1971), P 155. 
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