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 An INTERVIEW with . . .

 Ruth Strang

 Dr. Ruth Strang, director of the Reading Development Center at
 the University of Arizona, is interviewed by Journal coeditor Mar-
 garet J. Early. The discussion reflects not only Dr. Strang's long
 experience as a leader in teacher education but her present role in
 an active and expanding center for training specialists in reading.

 Recently and increasingly, the effec-
 tiveness of teachers of reading in the
 secondary school has come under at-
 tack. Surely the responsibility for pre-
 paring these teachers rests with pro-
 grams such as you have developed at
 the University of Arizona. We would
 like to ask you about that program
 specifically and also raise a few ques-
 tions of general significance to teacher
 education in reading. First, Dr. Strang,
 would you comment on what you con-
 sider basic principles of any program
 to prepare reading teachers and spe-
 cialists?

 ► A reading program should stem
 from an understanding of the in-
 dividuals and groups which it
 serves. It is developed in accord
 with sound psychological theory.
 It is verified and made concrete

 by teaching experience. This is
 as true for university programs de-
 signed to prepare reading person-
 nel as it is for programs in ele-
 mentary and secondary schools.

 Are there other principles that you
 would consider basic to the prepara-
 tion of reading teachers at any level?
 ► Yes, one basic understanding

 would be recognition of the se-
 quential development of reading
 ability. Teachers at all levels
 should understand the total proc-
 ess. For example, the secondary
 teacher needs to understand that

 reading ability, in a sense, begins
 at birth.

 / think you would view reading de-
 velopment as part of the student's
 total development.

 ► Yes. In the junior high school the
 more the teacher knows about

 young adolescents, their attitudes,
 interests, values, self -concepts, and
 satisfactions, the more he will be

 able to make reading a part of
 their adolescent development.

 How can the teacher get to know more
 about adolescents* reading abilities?
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 ► Even with a class whose reading
 abilities and interests cover a wide

 range, the teacher can learn from
 informal tests a great deal about
 their proficiency in comprehend-
 ing, remembering, and communi-
 cating ideas they have gained from
 the reading.

 What you have said must be equally
 true for the teacher in senior high
 school. . . .

 ► Yes, but in addition, we would

 emphasize that the teacher in sen-
 ior high needs to understand the
 students' changing values, pres-
 sures, peer and other influences,
 goals and expectations for the
 future, as well as methods of de-

 veloping higher level reading
 skills. The special problems of
 teaching reading in each of the
 content fields should receive ma-

 jor attention.

 You've emphasized knowledge of the
 students. What else does the reading
 specialist need to know?
 ► Of course, he must add to his

 knowledge of students an under-
 standing of the reading process
 from intake to output, and of
 the psychology of teaching read-
 ing.

 In the secondary school, the teaching
 of reading is never the job of just
 one person. How does this affect the
 content of a methods course for sec-
 ondary teachers?

 ► Personnel and program must also
 be considered in the preparation
 of reading teachers and specialists.
 Everyone in the school has some
 contribution to make to the im-

 provement of pupils' reading. So
 the roles of the administrator, the

 teacher of every subject, the li-

 brarian, the counselor, the psy-
 chologist, the school social work-
 er, and the reading teacher-con-
 sultant must be studied. The

 reading program for a given
 school should be tailor-made ac-

 cording to the characteristics of
 the pupil population, the inter-
 est and proficiency of the teach-
 ers, and the facilities available.

 Do you require a course in teaching
 reading for undergraduates preparing
 to teach in secondary schools?

 ► At the University of Arizona, we
 recommend, but don't require,
 such a course for all undergradu-
 ates preparing to teach any sub-
 ject in junior and senior high
 schools.

 What would you think of incorporat-
 ing reading methods in the methods
 course for the particular subject field
 in which a secondary teacher will
 specialize?
 ► I'm afraid that the broad view of

 reading might be neglected if
 it were taught in fragments in
 different departments. If reading
 methods are taught only in con-
 nection with other methodology
 in secondary school subjects, the
 students will not be aware of the

 development in reading that takes
 place before and after the level
 on which they are working. More-
 over, they will not be as alert to
 the interrelations of reading with
 guidance, special education, and
 other departments. Another point
 we should note is that reading
 methods taught in connection
 with other subjects lack the back-
 ground of reading theory and
 diagnostic techniques necessary to
 use instructional techniques and
 materials purposefully and crea-
 tively.
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 Would you describe the sequence of
 courses that you now offer at the Uni-
 versity of Arizona leading to master's
 and doctoral degrees in reading?

 ► Yes, for all graduate students
 there is a core program in reading
 consisting of three basic experi-
 ences: first, a basic course that in-

 cludes an overview of all aspects:
 theory, reading development, pro-
 grams, and personnel. Next, a
 course in diagnosis recognizes
 levels of diagnosis and describes
 and demonstrates classroom and

 clinical procedures. The third
 part of this core program is a
 case study practicum in which stu-
 dents work with reading problems
 under supervision. The weekly
 sessions in which cases are re-

 ported provide a reservoir of con-
 crete diagnostic and remedial
 procedures. Students gain experi-
 ence in interpreting and syn-
 thesizing case data, formulating
 hypotheses, and suggesting remedi-
 al measures.

 You spoke of this as a core program.
 What other courses supplement this
 corei

 ► Teaching reading to the slow
 learner; further study of the read-
 ing process through efforts to im-
 prove the students' own reading;
 teaching of reading in the elemen-
 tary school, and in secondary
 school; learning theory applied to
 reading, review of research in
 the field of reading, advanced
 courses in diagnosis and case
 study, and internships in the
 Reading Center and the schools.

 How large a staff handles this exten-
 sive program?

 ► A relatively small, full-time staff
 of five persons. These people

 have had varied training in read-
 ing as well as experience and
 knowledge of related fields such as
 elementary and secondary teach-
 ing, administration, guidance, psy-
 chology, and clinical practice. An
 important addition to the regular
 staff are the part-time teachers
 and consultants who have ob-
 tained the master's or doctor's

 degree in reading and who par-
 ticipate in courses, seminars, and
 practica. They also cooperate in
 providing opportunities for obser-
 vation, in giving demonstrations,
 and in supervision of interns in
 the schools.

 Dr. Strang, you have conducted an
 NDEA Reading Institute and an Ex-
 perienced Teacher Fellowship Pro-
 gram. Have these experiences led to
 innovations in the program you have
 just described?

 ► Yes, we think the regular pro-
 gram will become increasingly ef-
 fective through ideas and prac-
 tices used in both the NDEA and

 ETF programs such as more su-
 pervision and participation by
 additional staff, closed-circuit tele-

 vision as well as tape recordings
 of teaching and interviewing, and
 provision for internship in the
 local schools. From the ETF pro-
 gram, we became convinced of the
 value of a field-work seminar for

 experienced teachers during their
 year of residence leading to a
 master's degree in reading. This
 would combine opportunity to ob-
 serve and participate in public
 school classes in the morning,
 and to discuss and supplement
 their experiences in the afternoon.

 Dr. Strang, a final question. How do
 you think a university reading pro-
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 gram should contribute to research in
 our field?

 ► Of course, more research should

 be undertaken by faculty mem-
 bers and graduate students which
 will explore the frontiers in sec-
 ondary reading especially. We
 should develop patterns of re-
 search which will replace the un-
 productive and unrelated research
 we have had in reading. At our
 university, for example, we hope

 to develop a file of research re-
 ports and a thorough review of
 research on major reading prob-
 lems. We hope to attract to a
 total research program the most
 able undergraduate as well as
 graduate, and postgraduate stu-
 dents. Fellowship grants and in-
 stitutes would help materially, but
 we expect to attract students to
 research by our personal invita-
 tion as well.

 Sex Differences

 Continued from page 614]

 types of better readers are not personality opposites, but they do
 have personality differences.

 Summary and Conclusions
 This study attempts to find rudimentary patterns of a relation-

 ship between the affective domain and cognition by relating per-
 sonality characteristics (measured on the MMPI and the Kuder
 Preference Record) to reading ability (assessed by the Cooperative
 English Examination and the SCAT ability test - verbal score only).

 A division of the sample on the basis of sex reveals six dif-
 ferences in the personality correlates of reading ability. Examina-
 tion of the findings shows that the quiet, thoughtful, feminine,
 agreeable woman is a better reader; using different variables as a
 basis of description, it is a quiet, thoughtful, cultured man who
 is also the better reader among men. Though not personality
 opposites, the two sexes have personality differences as they relate
 to reading performance. In the cases of both sexes, however, it is
 not neurosis that relates to ability, but the more positive character
 traits.

 These correlations suggest that the able reader of either sex
 has more successfully accepted his role in society, and, being a
 more adjusted person - as defined by rather crude instrumentation
 - has more psychic energy to devote to the cognitive task, in this
 case, reading.
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