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THE APPLICATION OF CULTURALLY
RELEVANT FACTORS TO LITERACY
PROGRAMS IN APPALACHIA

Dr. Marcia Baghban

COLLEGE OF GRADUATE STUDIES INSTITUTE, WEST VIRGINIA

Appalachia is an American region characterized by a strong
oral tradition. Ballads, ghostlore, minelore, herblore, riddles,
and proverbs abound. It 1s not uncommon to have family members
and neighbors visit for an entire day, filling the time talking.
while the imposition of the mainstream technological society may
be weakening the opportunities for the practice of such lore or
the desire of the young people to learn the lore, the subculture
continues to support a basically oral tradition.

The historical role of literacy in the region is defined
in this scene from The Dollmaker (Arnow, 1954, p. 33):

Gert.ie held the Bible open al Ecclesiastes. She stood
with her back to the open front door, and faced the five
children. Amos, still a shade pale and thin from his sick-—
ness of three weeks back, sat on a sheepskin rug near the
heating stove. The four older ones, neat, and quiet in
their Sunday clothes, sat in a row between the two beds
that stood, one in each back corner of the big low—cellinged,
small-windowed room. lHer reading seecmed a talking, for she
looked more often at the children than at the Bible page,
saying the words sometimes when her eyes went, past the chil-
dren to the rows of October-colored hills that lay behind
the back window.

Here reading is a skill which cxists solely as a means of
moral instruction for the young. The particular skill required
is the ability to read aloud. Listeners base their evaluations
and remembrances of personalities on a reader's manner of delivery.
Moreover, the content, of The Bible, which includes stories from
another even older tradition, is in harmony with the requirements
of a present—day oral tradition. Any uses for reading othcr than
religious training may still be considered unnecessary or even
dangerous (Stewart,, 1971).

This restricted role for reading in the lives of the children
interferes with the successful acquisition of literacy because
it leads to widespread anti-intellectual attitudes. Teachers re-
count, parent. conferences in which those parents who come have
emphatically told the teachers, "We don't want our children to
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be brains'" (McClure, 1981; Massey, 1981; Spurlock, 1981). Education
is not seen as a path to success in Appalachia. To be successful
by an Appalachian yardstick is to bc a good person, particularly
in the eyes of your family and church. Fven in college, students
mav bhe missing because a sister had a baby or a brother-in-law
is in town. Some parents may verbally support the cducational
system yet, condone skipping school or dropping out. As researchers
have noted, children are far more influenced by the home than
the school (Jencks, 1972). For example, students may be absent
from school for an entire hunting secason and teachers are expected
to anticipate and adjust to their absences (Winfree, 1981). The
impact of the hunting experience is apparent in children's oral
language. Several of my teachers have asked their pupils to name
the seasons of the year and even after instruction, the students
respond with the names of the official hunting seasons (Winfree,
1981; McClure, 1981; Marks, 1981).

Educators must dezl with cultural diversity. However, their
attitudes are the result of personal experiences. As professionals,
they may have espoused the middle class values of the educational
system, thereby rejecting any examples of regional characteristics
they come across. Such teachers typically regard thelr charges
as deprived and constantly correct. their behavior and their lan-
guage. Failing to recognize the bias of intelligence tests, they
use the children's low scores to support their assumption that
they have low intellectual ability. Such attitudes are consciously
or unconsciously communicated to the children, and their negative
self-concept. helps them conform %o the teachers' expectations.
At the other extreme, a different. teacher may have passed through
the system herself all the while resenting the imposition of a
so-called standard, middle-class culture on her feelings for her
native region. This teacher is accepting of "things regional",
but. her bitterness also encourages a negative self-concept in
the children and interferes with her helping them prepare for
the wider world.

The polarity that most adults demonstrate fosters a kind
of cultural schizophrenia in the children. Literally caught between
two cultures, the children make choices in order to survive. For
example, in 1920, the average dropout rate in West Virginia, com—
puted by comparing the number of students in grades 7-12 who leave
school to those who graduate, was 25.71 percent. (Ward, 1980).
While this figure may be lower than in previocus years, certain
counties continue to experience a dropout rate as high as 50%.
Apparent.ly the children, even when faced with a minimally support-
ive environment, outside the educational system, will choose to
identify with family and neighborhood.

In the dilemma facing the youth of this region, the teacher
as a representative of the system through which the children must
pass, 1s the pivotal figure. Her attitudes toward the culture,
family, and language of her pupils can make or break educational
careers. Children come to school speaking the only language they
know. They have lcarned to talk in culturally determined contexts.
They use different idioms, vocabulary, or manner of speaking in
church, in school, or at play. They have learned to cdit or expand
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their talk according to the age group with whom they are dealing.
With peers, elders, authority figures, and younger children, they
play different roles. They have learned when to speak and when
not. to, how Lo be tactful, and what is sarcastic. They have learned
what language is by observing what language does (Halliday, 1975).
They arc constantly defining their roles their roles in their
society through language and in so doing they are contributing
to the maintenance of the patterns of life in that society. There—
fore, to reject the way any child talks is to find the child's
family and culture also unacceptable. It is irrational to cxpect
any child to participate in such a conspiracy. Ideally, teachers
must, preparc their pupils to handle the wider world while allowing
them to maintain their ability to communicate with their neighbors
and families. In so doing, teachers must bring into harmony the
community's enculturation of its young and the learning context
of the school.

For example, onec universal function of language is the telling
of stories. Tt has been said that "Humanity was born telling
stories” (Cazden & Hymes, 1978). We gossip, Jjoke, and refer to
common  experiences. In daily life we ask each other, "How was
your day?" "What did you do after that?" or "llow did you get your
start, in newspaper work, weaving, etc.?'" and bring on the recount-
ing of life events. A sense of story is crucial to our development
because—

We resort to story to make an entity of experience;
to give our experience form and balance; to make
generalizations about the world. We structure and
often modify experience when creating stories of our
everyday life, and also, often modify our own
internal representations of experience when listen-
ing to the stories of others (Brown, 1975, p. 357).

Children observe such functional uses of story, and when
these oObservations are accompanied by the more structurced story-
telling of a rich oral tradition or the parental reading of stories,
we observe a story schema in the oral language of children as
young, as 24 years of age (Brown, 1975).

Furthermore, narratives emphasize group affiliation. When
personal narratives are excluded in educational settings, which
is typically the case, the implication is that the students do
not comprise a group. And if the teacher allows herseclf but no
her pupils to tell stories, she may be setting up barriers which
may wecaker her cffectiveness as a teacher (Cazden and ilymes, 1978).
Moreover, a classroom that, excludes narratives may be attempting
to tecach new subject matter in an unfamiliar mode of learning,
since the family and community frequently teach through story-—
telling. Giving the students the opportunity to take turms as
storytellers in the classroom allows them to use learning strengths
which they have as functioning members of the community, and the
experience brings the outglde context, into the classroom (Cazden
and Hymes, 1978).

In the lives of young Appalachians, storytelling demoristrates
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not only entertaining and instructive functions, but fieldwork
indicates that the storytelling model in the community transfers
to literacy as well. Two communities in the Carolina Piedmont,
Roudville and Trackton, are precently heing looked ot for the
Lypes of  oral  Lradition they  cupport. (Heath, 1991). Roadwille
stories are true tales that reaffirm commitment to community and
to church values through personal experiences and testimonials.
In contrast, Trackton stories use fact only in the universals
of human strength and they include play songs, ritual insults,
and cheers. When the children from both commmities were allowed
to write stories in school, the teachers noted that the Roadville
children wrote personal experience stories and the Trackton chil-
dren wrote tales. The results strongly suggest that educators
necd to attend to the kind and degree of sociocultural integration
any pupil brings to the academic setting, how this integration
molds the pupil's linguistic models, and how these linguistic
models may be incorporated into educational programs.

The teacher's use of an appropriate learning mode from the
larger society in her classroom can guarantee a place for literacy
in the lives of her pupils and by extension in the lives of the
adults and the society she serves. Appalachian children have a
well-developed sense of story and the teacher of Appalachian chil-
dren should take advantage of this strength by incorporating, activ-
ities which allow this strength to shine. Because the sense of
story serves as an organizer for the meaning found in experiences
in life, let us return to the example of the children who recount
the hunting scasons for thce broader seasons of the year. Rather
than voicing her frustration at attempting to push her pupils
into a middlc class mold, the teacher can take advantage of their
knowledge by reading hunting stories to the class and encouraging
a group language cxperience story on the chalkboard about a hunting
expedition. The class might then divide into small groups or pairs
to compose a collaborative story or play that they tape record
or write and then share with the rest of the class. The tapes
may be incorporated into listening centers and the stories can
become books which the teacher or students transcribe and the
children illustrate. Name plates at the front tell the authors,
and a paper glued at the back may provide a space for the names
of thosc who read the book and their opinions. Teachers then have
a classroom library of books the children have created about. the
lifestyle that matters to them. A New Yorker and an Appalachian
can both successfully decode the sentence, "In the spring we gather
greens,'" but the impact. of the sentence is significantly different
for both readers. For the Appalachian the statement represents
a slice of life that is part of a worldview, while for the New
Yorker, the sentence is cmpty. When learners really understand
that print. functions because it is meaningful, they will value
their ability to handle print. And when learners value commni-
cating through oprint, they will not only easily begin reading
and writing, but they will keep at learning the processes.

Another opportunity which capitalizes on the lifestyle of
the community follows the Foxfire concept. Training students in
such ethnographic techniques as interviewing and participant obser—
vation enables them to record oral traditions and oral historlies
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of the people in their commnity. Speaking, listening, reading
and writing are well integrated in such a project. While some
of the stories collected may be unfamiliar to the students, the
names and places are usually known to them. For example, in a
ballad about a feud in Lincoln County called "Lincoln County Crew",
the creek, store, and hollow mentioned were very familiar to stu—
dents who had never heard of the song. Students learn to care
about. reading and writing the materials they collect in such a
field project. Moreover, recording the traditions and crafts which
may be fading in the community provides students with an obvious
sense of origin and place in the world. Such awarecness has the
potential to ease much of the cultural ambivalence they face as
Appalachians.

Literature helps each of us internalize the world while we
externalize our feelings. We deal with human questions which are
dramatized, and develop deeper insight into human nature and human
values. The ballads of Appalachia may also be studied from the
point of view of literature because they are well developed stories
which demonstrate not only the human condition but also individual
strengths. For example:

LIGHTNING EXPRESS

The Lightning express from the depot 40 grand
had fust slarnied on ids way,

And most of the pastengens who wene on board
ald seemed to be huppy and gay,

Except a young man on a seat by himself
was aeading a letier he had

Ji was plain Lo be seen by the itearns in hig eyes
that the contents of ¢ made him sad.

The atean od' conducton then starnded arnound
codlecting a fare from all there.

And Linally reaching the aide of the boy
he guutily demanded his fare.

"7 have not a ticket,” the boy then zeplied,
"7 pay you back someday.”

"I pui you off nexid station,’ he cried,
but siopped when he heard the boy say

"Please, mistesr conductor,
don't pul me off of your train.

For the beat faiend 7T have in this wordd, sin,
{4 waiting Lo me in pain.

Expected 1o die any momend,
she may nold dast through the day,

7 wani to bid Mama good-by, six,

before God calls her away...” ;

This ballad tells that a collection was taken among the passengers
to see that the boy could reach his mother's bedside. Listening
to or reading such a story can prompt. discussions about, what it
is like not, to have moncy when you really need it, the illness
or death of a parent, the humanity at least occasionally found
in the world, or even Appalachian migrations to cities to find
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work. 'The writing of compositions, poetry, or ballads can follow.

Other ballads quickly spark controversy. For example, this
song; presents a strong case agalnst women.
F've God No Use tor e Women
J've god no wse for the women,
A true one may aeldom be {ound;
They'{d wse a man forn his money,
When it's gone, they'll all tuan 'im down.
They'ne all alike at the botiom,
Sedfish and grasping for ald;
They 'ld atay by yowr side while you're winning
And laugh in yourn face at youn fald... 7

Some girls in class might easily make a similar casc against men
and develop aspects of the discussion into written expression
in various genres.

In fact, teachers of Appalachian children might be well ad-
vised to focus their attention on facilitating pupils' ability
to handle written language. Dialect speakers can acquire control
over written language though they may never acquire a so-called
standard oral language (Goodman, 1973). Miscue research indicates
that readers make miscues which move toward their own oral language
and that when the classroom teacher accepts the reader's oral
language such miscues do not interfere with comprehension. Among
my students 1 have teachers that T would consider strong regional
speakers. Many of these teachers passed through college, but were
constantly referred to speech therapy classes. They are presently
in graduate school with their dialects intact but they are able
to write college exams and term papers in standard Fnglish. This
dichotomy may also be observed in developing countries whose
citigens speak a variety of dialects yet become literate. Therefore

a bidialectal program which emphasizes oral (D.) - oral (D,)
competence may not be as successful as a bidialectal program whitch
accepts oral (Dl) - written (D2) compet.ence.

In summary, Appalachia is an American region whose commnities
need to give literacy both a life and a significant role. The
educational system has the responsibility of seeing that this
realization takes place by demonstrating the functionality of
reading and writing in Appalachian life. Teachers can accomplish
this task by capitalizing on the strengths with which learners
come to school. One strength we all have, but particularly well-
practiced and valued in the peoples with strong oral traditions
is the telling of stories. With a little imagination, the use
of stories from daily life and the more formalized ballads and
tales can provide meaningful encounters with written language.
In addition, teachers need to emphasize classroom language models
which are compatible with community models of language. Story-
telling, reading The Bible aloud and singing ballads are social
event.s. Reading as a silent, private act is not compatible with
the values the Appalachian community treasures. For strengths
in learning to flourish, teachers must provide an Iintegrated,
student—centered language arts program which not only uses the
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students' oral abilities in activities such as book-making and
language experience, but also which uses such socilable techniques
as discussions, working in pairs, small group projects, and a
constant sharing of' experiences and projects.

By avoiding a consideration of regional strengths and gearing
the educational system toward a middic class norm, we have cut
any harmony that could exist, between home learning and school
learning. In so doing, we have added to the frustrations of those
student.s who must pass through the system and those teachers who
feel they must perpetuatc the system. (Pity the poor teacher who
feels obligated to force the so-called real seasons of the year
on the pupil who wonders why children have to go to school at
all.) We have conveyed negative attitudes toward language variety
and ended uncounted educational careers. We have produced reading
materials with exercises devoid of local color, often meaningless
even in terms of the broadest human values. In our concern over
test, scores, we have taught to the test and lost sight of our
real goal of teaching. Our real purpose is, as it has always been,
to help our students learn to read and to write. The learning
of' literacy can only be accomplished in contexts as meaningful
and as joyful as those which nurtured our learning to talk. If
our students are able to read and write, and to enjoy reading
and writing, then we, as educators, and, in particular, reading
educators, have truly served our society.

1. Both ballads were collected from Mrs. Naomi Sitton, a resident
of Boone County, West Virginia, by Dr. Hafiz Baghban.

The observations described in this paper are based on ethno-—
graphic fieldwork supported by West Virginia College of Graduate
Studies, the West Virginia Humnities Foundation, and Appalachian
Studies Center, Berea College, Berea, Kentucky.
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A SIMPLIFIED MISCUE ANALYSIS
FOR CLASSROOM AND CLINIC

James W. Cunningham
UNIVERSITY OF NORTH CAROLINA AT CHAPEL HiLL

After years of research in the analysis of oral reading,
Kenneth Goodman published The Goodman Taxonomy of Reading Miscues
(1969). The taxonomy provided a system by which researchers could
investigate the strategies a reader seems to be using while read-
ing. Every time a reader read something other than what was on
the page, Goodman labeled that deviation a miscue and asked 28
linguistic questions about how compatible that miscue was with
the passage being read. Goodman argued that all readers make
miscues and that miscues which are highly compatible with the
context of the passage are signs of good reading rather than
faulty reading.

Later, Yetta Goodman and Carolyn Burke transformed the
taxonomy into a diagnostic kit called the Reading Miscue Inventory
(1972). The RMI manual includes directions on how to mark, select,
and code miscues for analysis. Nine questions are asked of each
miscue as to how compatible it is to the passage, and a retelling
or sumary score is computed as a measure of comprehension. Answers
to the nine questions and the retelling score are entered on a
miscue analysis profile sheet and reading instructional strategies
are outlined for each general typec of profilec.

For the reading clinician or special reading teacher, the
BMI has several advantages. It is the only major diagnostic tool
so far developed which i1s based on a psycholinguistic model of
reading. Moreover, the RMI is educational for the teacher, who
becomes a student of the child's reading rather than just attempt-
ing to compute a test score. These advantages and others have
led Cooper and Petrosky (1976) to describe the RMI as "an individ-
ual diagnostic scheme that makes anything else currently available
seem medieval."

Unfortunately, the RMI has several disadvantages as well.
A major problem with the RMI is the time needed to administer,
score, and interpret it. If teacher-selected passages are used,
more time is needed due to the long process of computing a retell-
ing score for each passage. Another problem is the confusion
brought about by the question: "Does the miscue result in a change
of meaning?" For all the other questions, a yes appears to connote
a strength, while here a no appears to connote a strength. There
are also problems with inter—judge reliability and with interpreta-
bility of results, and the semantic and syntactic questions are
confounded.
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The length of time required to give the RMI has been pre-
viously criticized by Tortelli (1976) who reduced a miscue analysis
to a two-question adjunct to other diagnostic tests. Unfortunately,
Tortelli's miscue analysis gives no information with respect to
praphn—phonic strength and leaves out the most important question
in any miscue analysis: "Was the miscue corrected?"

In light of the work of the Goodmans, Burke, and Tortelli,
the author has developed a miscue analysis system which attempts
to maintain the strengths and completeness of the RMI while elimin-
ating most of its weaknesses.

A Simplified Miscue Analysis (SMA)
Step 1: Have the student read orally from a selection (at the
easiest level above instructional level) which is long

enough that a minimum of 25 miscues will be made (not
counting pauses or repetitions).

The easiest level above instructional level is used as the
difficulty level of material because one obtains a different miscue
profile from a reader depending on how difficult or easy the test
passage is for that reader (Williamson & Young, 1974). The easiest
level above instructional level should be used for an SMA so that
one can sce the relative strengths and weaknesses of the reading
cueing systems in material just barely too hard. The profile will
then tell you why the passage is barely too hard so that the re-
sulting instruction may raise the student to that next level.

Step 2: Using a coding system, make an exact, written recording
of the student's oral reading.

Any complete coding system which the teacher has learned
to use in giving an Informal Reading Inventory, standardized test,
or the RMI may be used.

Step 3: When the student is finished reading, remove the passage
and ask the student to summarize what has been read—
rate the comprehension based on the summary, as “almost
all,”" "most," "some," or "almost none."

Step 4: Sequentially number the miscues (not including pauses
or repetitions); do not include miscues which were trig-
gered by immediately previous miscues.

Step 5: Make chart, on which all four yes-or-no questions are
answered for each numbered miscue.

The following criteria are to be used for answering the four
SMA questions for each miscue:

1. Did the miscue look like the original wording?

Following Hood (1975-1976), any miscue which 1is a change in
word-order or letter-order within words (reversals other than
letter confusions like b for d, would receive a yes to question
1. Any omission or insertion and any punctuation miscue are
given a no because they do not preserve the "look" of the ori-
ginal. All substitutions (whether real-word or non-word substi-
tutions) are given a yes if and only if:
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a. The first half of the letters of the original word are
exactly retained at the beginning of the substitution;
or

b. The first and last letters of the substitution are iden—
tical to the first and last letters of the original word
and the word length of the substitution is within one
letter of the length of the original word.

Did the miscue leave the syntax of the passage essentially
the same?

For miscues which are real-word substitutions, a yes is given
if the word is the same part of speech (form-class) as the
original word; a no is given if it is not. For miscues which
are non-word substitutions, the ending of the substitution
is used to infer the part of speech intended by the reader
and the question is answered yes or n , accordingly. Any inser—
tion, omission, or substitution of ending punctuation receives
a no since such miscucs always alter syntax. For any insertion,
omission, or word reversal, read the original sentence without,
any miscues and then read the original with only the miscue
being scored. Decide 1if the miscue maintains the syntactic
structure of the original sentence; score the miscue yes or
no, accordingly. (The miscue should not be scored as o whether
it is "gprammatically correct” but whether or not it maintains
the sentence structure of th

Did the miscue leave the meaning of the passage essentially
the same?

Readers who say something synonymous to what the page says,
receive yes's to question 3. Otherwise, any addition to, dele-—
tion from, or change in the meaning on the page receives a
no.

. Did the reader successfully correct the miscue?

The reader only receives a yes to question 4 if the reader's
final response to the original wording on the page restored
that original wording.

Some sample miscues will illustrate how these questions might

be answered in different, situations:

’ gy
The teacher is going to school in her@, small, red automobile.
Questions
Miscues #1 #2 #3 #h
#1 no yes yes no
#2 no yes no no
#3 no yes yes no

#h no yes yes no
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The thirsty nomads went (for’ the colonel's canteen.

* "for" ig not. numbered as a miscue because "for"
conld not. follow "want” and this the omission
is triggered by the substitution of "want' for
"went." - See step 4, above.

Quest.ions

Miscues #1 #2 #3 #y
#1 yes yes no no
#2 yes yes no no
#3 yes yes no no
#h yes yes no no

Step 6: fAnalyze this chart by making a frequency count of each

pattern of wmiscues with respect to the three cueing
systems.

The SMA yields a percentage of strength for each of the three
cueing systems: grapho-phonic, syntactic, and semantic. These
three percentages are coupled with the rating of the student's
retelling (Step 3, above) to form the student's miscue profile.
(These percentages should not be computed unless there are at
least 25 miscues involved.)

The percentage of strength for grapho-phonic cueing is com—
puted by this formula:

nurber of yeses to question 1

number of yeses to question 1 plus
number of noes to question 1

The percentages of strength for semantic and syntactic cueing
are comput.ed by counting patterns of answers to questions 2, 3,
and 4. Put the total number of patterns for each type in the slot(s)
provided to the side. Column totals are then entered in two
formulae.

Semantic Syntactic Unclassi-—
Patterns #2 #3 #4 Weakness Weakness fiable
Strength Strength

a yes yes yes o

b no yes yes o L

c yes noyes o

d no  no yes L

e yes yes no - .

f no yes mno )

& yes no 1o

=

no no no

totals —_— — — —_— —



Semantic Cues:

numbcr of semantic strength patterns -~ 7

number of semantic strength patterns plus number of
semantic weakness patterns

Syntactic Cues:

rnumber of syntactic strength patterns _ _ %

number of syntactic strength patterns plus
number of syntactic weakness patterns

Step 7: Interpret the miscue analysis.

Fnter the three percentages of strength and the rating of the
summary in the appropriate slots in the student's profile. Put
the cueing system with the nighest percentage in the top slot,
et.c.

Order Cueing System Percent,
1
2
3
Summary =

Interpret. this profile by comparing it with the two extreme
profiles, ideal and terrible. These extreme profiles have been
developed by the author after careful and extensive reading of
writings by the Coodmans (including the RMI manual by Goodman
and Burke).

Ideal Profile:

Order Cueing System Percent
1 Semantic =%
2 Syntactic > 85%
3 Grapho-Phonic < Semantic and
Syntactic

Summary = Almost All

Terrible Profile:

Order Cucing System  Percent
1 Grapho—Phonic > Semantic and
Syntactic

2 Syntactic <60

3 Semantic < 50%.

Summary = Almost None

Those areas of the profile which most resemble their counter-
parts in the ideal profile are strengths; those areas which most
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resemble those in the terrible profile are weaknesses. Bach of
the four areas of the profile must be classified as either a rela-
tive strength or a relative weakness.

Some sample protiles will illustrate how this interprelaliou
might take place:
Mary's profile:

Order Cueing System Percent
1 Syntactic 75%
2 Grapho-Phonic 7%
3 Semantic 508
Summary - Some
Strength(s) = Syntactic & Weakness(es) = Semantic &
Grapho—phonic Summary

Willy's profile:

Order Cueing System Percent
1 Grapho—phonic 92%
2 Syntactic 656
3 Semantic 554,
Sumary = Some
Strength(s) = Grapho-phonic Weakness(es) = Summary & Syntactic
& Semantic

Jay's profile

Order Cueing System Percent,
1 Semantic 7%
2 Syntactic 55k
3 Grapho—phonic 3%
Surmary = most,
Strength(s) = Semantic & Sumary Weakness(es) = Syntactic &

Grapho—phonic

Conclusion

The Reading Miscuc Inventory was the beginning of psycho—
linguistic diagnosis in reading. Unfortunately, in addition to
its many pioneering advantages, it had several disadvantages.
The author has developed a Simplified Miscue Analysis in an attempt
to maintain strengths of previous systems of miscue analysis while

climinating most of their weaknesses.

An experienced administrator can give, score, and interpret
an SMA in less than 30 minutes. The answer yes connotes a strength
for all four questions. The question, "Did the reader successfully
correct the miscue?' is the last question answered to prevent
confusion. The guidelines of Joyce Hood (1975-76) have been in-




rh . s9

cluded whenever possible in the answering of the questions to
increase inter-judge reliability. The semantic and syntactic ques-—
tions are no longer confounded. The resulting profile is more
casily interpreted.

A major limitation remains with the SMA. Even though the
SMA takes less time to administer, score, and interpret than does
the Durrell, the RMI, the Spache, and some IRI's, 30 minutes per

student, is still too long for regular classroom teachers to test
all students.

Given this limitation, in the years in which the SMA has
been given at the UNC Reading Clinic, we have found that an SMA
profile has ecnabled us to help several students for whom other
means of diagnosis had bpeen inconclusive or contradictory. We
recomend it for use in reading clinics and by special teachers,
and we believe regular teachers will find it useful with those
particular students who most confuse and frustrate them.
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LEARNING PHONICS NATURALLY:
A MODEL FOR INSTRUCTION

Barbara Johnson, Linda Lehnert
NATIONAL COLLEGE OF EDUCATION, EVANSTON, ILLINOIS

Incorporating phonics instruction into the teaching of reading
continues to be a controversial subject. Those who oppose its
incorporation note the inconsistency of sound-symbol correspondence
in the Fnglish language. That is, some symbols or letters represent
many sounds (e.g., bet, be, berth, brute) and some sounds have
many spellings (e.g., the /u/ as in to, two, blue, through, blew).
While phonics opponents favor reading instruction which emphasizes
getting meaning from print, those who advocate phonics favor read-
ing methods which emphasize "breaking the code". A further division
exists even among phonics advocates. Should phonics generalizations
be taught in context or in isclation?

In spite of the phonics controversy, rcading methodology
textbooks as well as basal reading programs suggest that teachers
employ various types of phonics methods in the teaching of reading.
The method may be analytical or inductive where children are given
a set. of words and are led to discover the common underlying phonic
principle. Or, a synthetic phonics method may be suggested where
children blend individuzl sounds, gradually constructing the word.
Phonics instruction may also be based on a deductive method where
a generaligation is taught, and children are to apply it to unknown
words.

While many teachers 1incorporate specific phonic methods,
they often find the same recurring problem—children have diffi-
culties applying phonics while reading text. Young children's
inability to apply phonic principles may be due to their perceptions
of how phonics fits into learning to read. Or, it may be due to
teachers' perceptions of how children learn phonics and apply
the sound-symbol correspondences of the Fnglish language. The
purpose of this article is to provide teachers an understanding
of primary children's abilities, inabilities, and requircments
to use phonics as a beginning reading strategy and to suggest
a model that facilitates children's application of phonics while
reading.

A Possible Source. of Confusion

An underlying cause of problems with phonics instruction
may be a discrepancy between adults' and children's perceptions
of the world in general and language in particular. Children do
not, necessarily perceive the world as we adults do, nor do they
necessarily hear or graphically represent linguistic sounds and
words as adults do. What can result between students and tecachers,
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then, 1is a lack of common perceptions about, sound-symbol corre-—
sporndences and an inability to communicate those perceptions.
Why should we assume that children readily perceive the adult
model of sound-symbol  correspondences any more than we assume
that  the teacher cffortlessly perceives the children's model?
Rather than imposing the complex adult model upon children, perhaps
we as teachers should meet children at least halfway. Let's look
at how children perceive the worl.d.

Primary Grade Children: 'Their Abilities, Inabilities, and
Requirements for learning,

Stages of  Development

Children look for meaning and attempt, to perceive cvents
as organized wholes in order to form their concepts about the
world (Piaget, 1976). Like adults, children actively add to, delete
from, and modify existing schemes in order to incorporate new
information. Concept develovment. is a gradual process, and in
the course of gaining conceptual understandings, children percolve
the world differcently than adults do (Piaget, 1976). Young children
are naturally active and curious about their surroundings and
automatically 1investigate the world to derive meaning and build
concepts.

Plaget. (1955) reports that especially during the early stages
of' development, children learn by doing. Plaget (1955) strosse
that. children need to do their own experimenting; they need to
construct for themselves what is to be learned. When a teacher
tells or teaches a generalization, s/he has prevented the students
from discovering the generalization for themselves. It 1s through
re-invent.ion and continuous organization and reorganization  of
experiences that children learn. In rcelation to learning language,
the teacher must provide children with opportunitiecs to cxperiment
with language and vrovide a non-threatening cnvironment that,
promotes risk-taking.

5

Teachers can provide children with cpportunities to experiment,
and make sense of language by permitting them to use invented
spellings while writing (Chomsky, 1978; Henderson, 1980; Read,
1971). Children's invented spellings represent their understandings
of sound-symbol correspondences. The problem somet imes encountercd
in classroom phonics instruction may, therefore, result not from
lack of knowledge on the part of children but rather from a kind
of conceptual clash between student.s and teachers.

Adult, understandings of phonic rules are the result of vast
experience with oral and written language. The rules as well as
the cxceptions to phonics generalizations are incorporated into
the adult model. Children's understandings of sound-symbol corre-
spondences, however, are derived mainly or solely from aural input.
Children intuitively begin to form generalizations about sound-
symbol correspondences and these generalizations are reflected
in thelr invented spellings (Read, 1971). What we as teachers
must, do, then, is help children gradually substitute their well-
founded intuitions about sound-symbol correspondences with a
standard system that is not always based on a perfect, regular
one-to-one correspondence between print and speech. Rather than
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deny children's self-gained awarcness, we should understand it
and build upon it. For example, Rebecca, a second grade disabled
reader, has written the following sentences in a classroom encour—
aging act.ive involvement. and rick-taking.

my TﬁﬁH‘l Qyre 3003. IT“ K Kear of f/?dh”\.
I btash tham “Afte weels T brach +hanm

From Rebecca's invented spellings, the teacher can provide diag-
nost.ic—prescriptive phonics instruction enabling Rebecca to develop
proficiency in reading.

Natural Language

For primary grade children, developing proficiency in sound-
symbol correspondenices 1s @ natural process that progressively
evolves through nurturing. The teacher can foster this process
by providing children with natural language patterns in connected
discourse. Goodman  (1976) cont.inually stresses the importance
for children to read natural language. He states: "It the written
language children encounter right from the beginning is whole,
real, natural, and relevant,, they will be able to use their exist—
ing language competence as they learn to read" (p. 13).

The Language PFxperience Approach, or LEA, encourages profic-—
iency in reading because it uses the child's own languare. By
reading thelir own language patterns, children learn that language
is systematic and patterned. Language 1s systematic in terms of
its phonology and orthography (sound-symbol correspondence); a
patterned relationship exists between the oral and written systems.
language 1s also systematic in terms of syntax  (grammar) and
semantics (meaning). Tn TEA, the child can develop insights into
how language works as an integrative system, i.e., how sound-symbol,
syntactic, and scmantic components of language work together to
provide redundancy so meaning, can be constructed. Reading, instruc—
tion that includes KA encourages children to explore and cxperiment
with the three components of language.

Oral Tanguage Proficiency

Most. primary grade children come to reading instruction with
a well-developed understanding of language in the oral mode. AL
this stage, children have developed their own acoustic distinctive
features and distinctive feature lists for processing language
(Smith, 1971). That is, children have conceptualized the difference
between the articulation of various phonemes by such sound charac—
teristics as voiced /& / (as in the word those), voiceless
/B / (as in the word thumb), nasal /m/ (as in the word mouse) ,

duration, and position of tongue. They are able to discriminate
single sounds and eliminate many alternatives in the total number
of" possible sounds. Children use distinctive features to develop
feature lists in order to identify specific sounds or sound combina-
tions that provide information for word recognition.

Most, first grade childron have mastery of distinctive features
and feature lists in the acoustic system of language and have
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developed these skills by listening to whole language (Smith,1971).
The vrocess of acguiring acoustic features and feature lists ig
no less complex than acquiring visual features and visual feature
lists (i.e., visual discrimination of letters or words). For the
child to acquire the distinctive features and feature lists of
the visual system, the child needs to experience whole language
that is relevant and meaningful. The child has learned the acoustic
system by first learning that oral language is communication.
In other words, before the child has learned to say a word, the
child has known the meaning associated with that spoken word.
The same concept. is true for reading. Meaning nceds to precede
the identification of the written word.

Creative writing, where invented spellings are cncouraged,
as well as THA, are meaning-based approaches, permitting young
children to acquire understanding, of sound-oymbol corresporndences
in a whole lanpuage context. From continual cncounters with meaning-
ful orint, children gradually develop the necessary visual features
to become a fluent reader.

We can best develop an effective approach t.o phonics instruc-—
tion, then, by understanding oprimary grade children's abilities,
inabilities, and requirements for learning. The model on the follow-—
ing mpage 1is bhased on primary grade children's cognitive and
linguistic capabilities.

Phonics Instructional Model

The ovroposed phonics instructional model (see figure 1) is
a four-step model designed to provide children with a natural
way to learn phonics so they can become fluent readers. Oteps
one and two involve indirect, teaching of phonics. Tn these two
steps, the teacher places phonics in a holistic framework of
creating and reading comnected discourse. Steps three and four
involve a more direct. model of teaching where the teacher first
analyzes the children's invented spellings to plan direct phonics
instruction. The teacher then implements strategies that promote
application of standard sound-symbol correspondences. Fach part
of the four-steo model 1s explained to facilitate effective
implement,ation.

LE&

The Language Fxperience Approach is the first step of the
model. The fundamental component, of LEA is dictation in which
children tell a story based on personal experiences. As each child
dictates the story to the teacher-scribe, s/he writes the story
on the board or easel so the children can easily see the relation—
ship of the spoken word to the written word. As the teacher writes
each word, s/he can say the word emphasizing initial, medial,
or final sounds developing sound-symbol correspondences. After
the dictation is completed, the children can read their story
with or without teacher assistance. Through continual encounters
with LEA, children can begin to understand the concepts about
reading, such as word boundaries, sentences, sound-symbol corre—
spondences, and that reading is a commnication process.

Creative Writing

The second step of the model is creative writing which provides
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the key for understanding children as phoneticians. During crecative
writing, the teacher can give children an opportunity to explore
sound-symbol correspondences by means of invented spellings. In-
stead of telling the children how to spell a word, the teacher
asks them to listen to the sounds they hear in the word and associ-
ate the appropriate letters to these sounds. The teacher needs
to assure children that mistakes are acceptable since learning
requires taking risks and making errors.

From repeated creative writing sessions, children develop
knowledge about how language works. They learn that sounds and
symbols do not have perfect one-to-one correspondence. For example,
they learn that some sounds, like /f'/ (shoe), may be represented
by combinations of letters and that some sounds may not always
represent the same letters (e.g., /k/ may be s or c. Invented
spelling encourages children to discover their own generalizations,
to discover the inconsistencies of language, and to recognize
that generalizations may not always apply. Children will learn
these ideas from continual experiences with language in a meaning
based context. It is the combination of LEA and creative writing
that can provide impetus for progressive growth in processing
sound-symbol ccrrespondences of words.

In the first two steps of the model, the teacher indirectly
influences children to develop sound-symbol correspondences by
providing children with opportunities to investigatc and experiment
with language in order to discover phonic gencralizations for
themselves. The next two steps of the model initiate direct teach-
ing of phonics, but from children's vantage points and not from
a programmed scquence found in scope and sequence charts of text—
books or curriculum guides. Phonics is taught via children's know-
ledge of sound-symbol correspondences of words, based on children's
invented spellings within creative writing.

Teacher Analysis

In step three the teacher analyzes the children's invented
spellings. The following questions can help the teacher detect
each child's strengths and weaknesses in sound-symbol correspon-—
dences:

1. Does the child have a concept of word (i.e., word

boundaries)?

2. Is there a relationship between the child's spelling and

the word to be spelled?

3. Does the word demonstrate a sound-symbol regularity?
(e.g., the word the, does not, show sound-symbol regularity,
whereas the word bag does).

L. Does the child seem to exhibit understanding of thc initial

medial, and final letters associated with the sounds heard

in the word?

What letter(s) does a child consistently associate with

sounds heard in a word?
Is the child's spelling characteristic of the child's
dialect?

Does the child consistently omit the same letters within

a word?

N

~N
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From these types of questions, the teacher can decide which
sound-symbol correspondences each child may be able to learn.
Kirk's creative writing sample is used to point out one child's
strengthe  and  weaknesces  of  sound-symbol  eorrespondences.  Kirk
iz o aecond prader who o experiencing reading difficdties.

One cday [want %o qet g apow. I bet
it and a ToSh came out ai\d (t whus
hedden it whus hrten. and I Shod mv
Mowe Tt 1o the denteS hecard T

—b—

fhave Ts Caydes Lot scerd. I strtf

fo crie becus [ Sofe fe wil/
Yocc T ouT

Notice that Kirk seems to understand word boundaries or concept of

word. He 1is able to accurately represent initial sound-symbol
correspondences, but is weak in identifying medial and final sound-
symbol correspondences. Kirk has the most difficulty with medial
positioned vowels as in the words: we t, bit, was, s owed, etc.
Fven though Kirk has difficulties with the medial vowel sounds,
he shows an understanding of FEnglish phonology (Chomsky, 1979;
Henderson, 1980; Read, 1971). Kirk's representation of some vowel
sounds follows a developmental pattern that Read reports in his
study of pre-schoolers' invented spellings. Read has found that
pre-schoolers seem to use a systematic strategy in order to spell
words with a short vowel pattern as in the word bit. These pre-
school children have systematically substituted the graphic repre-
sentation of the short vowel sound with the graphic representation
of the long vowel sound articulated in approximately the same
position. For example, Kirk has substituted the letter e, for
the short i sound in the word, bit. The short i sound is articulated
in approximately the same position as the long e sound; therefore,

Kirk substitutes the letter e for the letter i. Kirk again uses
this systematic strategy as described by Read in the word, went.

Kirk has substituted the letter e for the letter a. The short
e sound is articulated in approximately the same position as the
long a sound. Kirk has shown that he has some understanding of
the short vowel sounds.

Kirk also has difficulty with r—controlled vowels (e.g.,
"hrten" for hurting, "scerd"” for scared, and "strt'" for start)
as well as iInflectional endings (e.g., —en for -ing in "hrten"
and "bedden" and '"shod" for showed). From the analysis of Kirk's
invented spellings, the teacher can select appropriate strategies
that enable Kirk to learn and apply the appropriate sound-symbol
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correspondences of the English language.
Phonic Strategies

In the fourth step of the model, the teacher implements appro—
priate phonic strategics which it the child's strengths and weak-
nesses in sound-symbol correspondences. The following strategies
are discussed——word sort, analytic phonics, comparison and contrast
phonics, and reading of creative writing. These strategies are
explained and discussed in relation to Kirk's strengths and weak-
nesses of sound-symbol correspondences.

Word Sort

Word sort (Henderson, 1980; Morris, 1980) can develop chil-
dren's awareness of socund-symbol correspondences by sorting known
words into specific categories. For example, Kirk who has difficul-
ties with inflectional endings is given a set of cards and a set
of categories. Fach card has one word containing an inflectional
ending. Fach category identifies a different inflectional ending.
The child's task is to verbally identify the word on the card
and identify the appropriate category to which the word belongs.
The teacher may first identify each category and one key word
card associated with each category, after which the child is to
pronounce his/her word and place it with the correct category.
After repeating the task several times, the teacher can add new
words for the child to sort. In addition, the teacher can time
the student while doing the cask so the child learns to recognize
immediately the sound-symbol patterns without hesitation or de-—
pendence on a sounding-out, procedure. Word Sort, can easily be
used in a small group situation where children are groups according
to their nceds. In a small group, the teacher distributes several
cards to each child, and the child is to say the word given to
him/her and identify the appropriate category to which it belongs.
Each child in the group takes turns until all the word cards are
correctly categorized.

Analytic Phonics

Analytic phonics is used often during instruction in which
children inductively develop a generalization from a list of words
exhibiting a common pattern. But, incorporating analytic phonics
within this model has a unique focus—the generalizations to be
developed are based on each child's needs as cvidenced in his/her
invented spellings. For example, Kirk has shown a lack of under—
standing in identifying the appropriate letters associated with
each of the shorl. vowel sounds. In analytic phonics, the teacher
elicits from the child words from his/her speaking vocabulary
that have, for instance, the /£/, as in the word, went. After
Kirk names several words with the /€/, the teacher asks Kirk the
following question, '"What sound do all the words have in common?"
and "What lectter is associated with this sound?'" After scveral
analytic phonics lessons, Kirk should develop the appropriate
sound-symbol correspondences. The key to this strategy is basing
the lesson on the child's needs. Again, this lesson can be adapted
to small group work as was Word Sort.
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Comparison and Contrast Phonics

Comparison and contrast technique is the third strategy in
which the child's invented spellings are compared to the traditional
orthographics. In this strategy, the teacher writes the invented
spellings and the standond pellings in Lwo separate columms and
asks the child to compare and contrast the two columns. Using
Kirk's 1invented spellings, the teacher places the words in the
appropriate colums and asks Kirk "How are these words alike?
How are these words different? What is missing in the invented
spelled words? What precedes the letter 'r' in each of these
words?" Hopefully, from this discussion and others, the child
develops the principle of r-controlled vewels. Again, this phonic
strategy is based on the child's needs.

Reading Their Own Writing

The last phonics strategy is placed in the format of natural
text. The teacher substitutes the child's invented spellings in
the writing sample with standard spellings, and the child's task
is to read the text with standard spellings. The child is given
practice reading natural text so sound-symbol correspondences
can be applied during the act of reading.

A Concluding Word

Young children can learn phonics in a natural manner when
teachers permit children to explore language and apply their know-
ledge of sound-symbol correspondences. By analyzing children's
phonics knowledge, the teacher can determine appropriate sound-
symbol instruction that can help children become better readers.
Following the logical steps of the instructional model, teachers
can help children learn phonics naturally.
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INTERNAL MOTIVATION AND
FEELINGS OF COLLEGE STUDENTS
IN THE DEVELOPMENTAL PROGRAM

Dr. Anne M. Ferguson, Dr. Joe Bitner
SQUTHEASTERN LOUISIANA UNIVERSITY, HAMMOND, LA

Because Southeastern Louisiana University employs an open-
door policy of admissions, it traditionally has enrolled students
of widely ranging abilities. In recent years, the number of stu-
dents without the basic skills required to be successful in regular
university work has increased dramatically.

Although Louisiana has recently raised standards required
in high school, the problems of underprepared students will exist
because the first class to meet the new standards will not enroll
in college until the fall semester of the current year. At that
time there should be an increase in the proportion of students
properly prepared for college. However, there will still be many
underprepared students, since there will continue to be thosc
who do not follow a college-preparatory curriculum but who do
attend college. Approximately one-third of the entering college
freshmen follow a college-preparatory curriculum.

About. forty percent of the college-bound high school graduates
in Touisiana are not fully prepared for college-lovel work. It
is hoped that this figure will be reduced significantly by the
fall of the year, and be further reduced as social promotion is
eliminated from the elementary and secondary schools. During the
interim, the colleges and universities of Louisiana will be faced
with the need for comprchensive developmental education programs.

The purposc of the Developmental Education Program at South-—
castern Louisiana University is to provide a program Lo meet the
needs of students who enter the University with inadequate school
preparation. One major problem facing the entering college student
is a lack of basic reading skills which hampers the student's
ability to follow classroom presentations, read required materials,
organize and summarize content information, and interpret examina—
tion instructions and questions. Student deficiencies in the area
of recading include low word recognition, poor mcaning vocabulary,
inadequate reading comprehension and slow rate of reading. The
other pressing problem is the students' lack of confidence in
a compctitive classroom setting caused by low academic skills
and low self—concept.

The major objectives of the Developmental Education Program
arc as follows:

1. Building a positive self-concept and a sense of motivation.
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2. Building effective study habits to support academic progress.

3. Improving, reading comprehension and reading vocabulary to
college survival levels.

L. lncereasing reading speeds bo elliclient rates for collepe assipn-
ments.

ACT composite scores are used for placement. All students
with composite scores of fourteen or below are involved in parts
or all of the program, which includes developmental English, mathe—
matics, academic skills, and reading. One thousand out of the
two thousand first semester freshmen werc placed into developmental
reading as a result of substandard ACT scores.

The purpose of this research was to determine self-—concept
levels, attitudes toward reading, and basic learning styles of
developmental reading students as compared to regular entering
freshmen.

The population of the study had the following makeup:

Sex: W1% female, 5% male
Race: 72% Caucasian, 26 Black, and 2% other
Age: 81% 17-18 years, 13% 19-20 years, &% 21 or older

Total Enrollments of High Schools of origin:

200 or below 12%
200 to L0OO 21%
400 & above 67%

The Developmental Reading group was compared with a group
of regular entering freshmen, using the Tennessee Self-Concept
Scale (TSCS). Students responded to items pertaining to perceptions
of their physical self, moral-cthical self, personal self, family
self, social self, self ldentity, self satisfaction, self behavior
and self criticism. The only area in which a significant difference
appeared was in the area of self criticism (Buros, 1978). This
area was significant at the .01 level.

The generalizations generated from the TSCS scores are as
follows:
1. Developmental students scem to be more openly critical
of themselves as seen in the self criticism scores.

N

Possible reasons for non-significance of other scores:

a. Since the test was administered during the first weck
of school, all students may have been apprehensive, bring—
ing about low self-concept scores of all students.

b. Students may not see the developmental program as
failure since so many students are enrolled (about half
of the class).

c. Students are realistic about their ability but feel
they can compete if given an opportunity.

d. Many students are coming to school because they cannot
get. a job and success or failure is unimportant.



T'h~101

The Mikulecky Behavioral Reading Attitude Measure was admin-
istered to determine difference in attitudes of both groups toward
reading (Smith, 1978). This scale is a twenty-item measure which
describes various stages an individual passes through in developing
attitudes toward reading. The measure reflects the stages of Krath-
wohl's Taxonomy--Attending, Responding, Valuing, Organization
and Characterization. Both groups responded similarly to most
items on the attitude measure. For the attending stage, both groups'
responses indicated they were aware of reading and tolerant of
it.. The valuing stage for both groups were primarily similar except
for two items of the six. 1t seems that neither group would have
as a priority the locating of a library if they moved to a new
city. Giving special books to friends or relatives is a very
unlikely behavior for both groups. Even with these differences,
both groups' responses indicated that they are beginning to accept
the worth of reading as a value to be preferred.

Both groups had similar responses for the organization and
characterization stages. Attitudes reflected that reading is a
part of 1ife that both the reader and others see as crucial.

Differences between these two groups were overtly indicated
by their responses concerning the responding stage. Regular fresh-
men seem to be willing to read under various circumstances and
they are choosing and enjoying reading. The inverse was indicated
by the developmental reading group. They are not nccessarily
willing, to read. They do not choose to read nor do they enjoy
reading. Generally speaking, it seems that the developmental stu—
dents intellectually realize that reading should be valued as
important,, but when it comes to responding to the process, the
developmental reading students avoid reading.

The "Learning Style Indicator" (Lapp and Flood, 1978) was
administered to both groups to determine modes and habits relating
to the intake of information. This is an informal instrument that
is comprised of ten paired statements to which one is to respond.
The instrument helps to assess students' perceptions of their
"preferred" learning style.

The major difference between the two groups on the "learning
Style Indicator'" were on three of the ten paired items. First,
the regular freshmen read the written part before looking at charts
and diagrams whereas the developmental reading groups preferred
to look at charts and diagrams before reading the written part.
Second, the regular freshmen memorized things by writing them
out.. However, the developmental reading group memorized things
by repeating them aloud. Third, the regular freshmen preferred
working quickly, which the developmental reading group preferred
working more slowly.

The three item Self Report Inventory (SRI) dealt with students'
feelings toward being forced to enroll in developmental education
and reasons for their lack of sufficient reading skills. The
students' responses can be seen in the following graphs. As seen in
the first table, about 30% of the students expected to be placed
in developmental reading while a similar number were upsct. Addi-
tionally, about 12-14% were either surprised, angry or didn't
care.
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Figure 1
Feelings Toward Scheduling Developmental Reading

—How did you feel when you realized you had to schedule develop-
mental reading?
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Figure 2
Feclings Toward Scoring Below Average in Reading

—How did you feel when you saw that you scored below the eleventh
grade in reading?
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Table 2 shows the majority of the students to be upset by
the fact that they had poor reading scores. Other responses ranged
from 4% who didn't care to 21% who were surprised.

Figure 3
Reason for Below Average Reading Skills
—Who do you think is most responsible for your not being able
to read as well as is expected?
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This table indicates one of the more dramatic findings the
study offered. Sixty-four percent of the developmental reading
students blamed themselves for their poor reading ability while
a total of thirty-six percent blamed their teachers, and none
blamed their parents. T

Summarizing, developmental reading students seem to have
a similar self-concept level as that of regular entering freshmen.
The developmental students also appear to be more openly critical
of' themselves.

Comparing the developmental students' attitudes toward reading
to those of regular entering freshmen, the developmental students
revealed a major difference primarily in one area. The responding
stage responses showed that they were not willing to read and
they would not select to read, nor did they particularly enjoy
reading,.

Learning style differences were noticed. The developmental
reading, students preferred memorizing things by repeating them
out loud as opposed to writing them out. They also preferred to
look at charts and diagrams prior to reading the written part.
Generally, they preferred working slowly.

In reporting their feelings about being placed in develop—
mental reading, a majority of the students either were upset or
expected it. Many of the students were either upset or surprised
when learning of their low reading scores, which may indicate
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that a large number of students do not realize that they cannot
read well. All students blamed either themselves or their teachers
for their poor reading ability.

The major thrust of this research was to investigate some
aspects of the academically unprepared entering university students.
Although the research is not comprehensive, perhaps it sheds some
light on the problems confronting poorly prepared students in
the competitive university setting.
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READINESS FOR
READING READINESS

Beverly B. Swanson
EAST CAROLINA UNIVERSITY

A child entering school is confronted with the truly immense
task of learning how to read. Though more research has been done
in this area of education than most others, how a child goes about
acquiring the skill of reading is still basically urknown.

In an attempt to uncover the mystery, educational researchers
have sought through the decades to specify prerequisite and requi-
site skills for learning to read. Readiness programs have followed
to develop these postulated needed skills.

Readiness Prerequisite Skills

A new focus on readiness is at the forefront in reading educa-
t.ion. Cognitive reasoning and problem solving abilities are being
examined as necessary prerequisite skills to reading.

Fitts and Posner (1967) view the child's confusion about,
beginning reading as one caused by instruction geared one level
above that necessary for children to become aware of the skills.
Bruncr (1971) provides a vivid account of what a beginning skill-
learner must deal with:

a skilled action requires recognizing the features of a

task, 1ts goals, and means appropriatc to its attain-

ment; a means of converting this information into appro—

priate action, and a means of getting feedback that

compares the objective sought with the state attained

(p. 112)
In other words, before children can deal with the linkage of in-
struct.ional terms such as "first sound,'" "letter," or "word" used

so frequently in readiness activities, they must have a firm under-
standing of these terms and the relationship between them. The
begimer must discover what the skill is used for, its function,
the salient aspects of the task to attend to, the technical con-
cepts, and the jargon for talking and thinking about the skill.
In an unfamiliar situation, the person must find out what to do.

Research Theories and Studies

Two theories concerned with the begimnmer's ability to reason
about the reading process have recently been developed and reported
in various research writings. The first theory, developed by psycho
linguistics Kenneth Goodman (1967) and Frank Smith (1978), views
meaning as a comunicative function of language and a primary
concern from the very beginning of reading instruction. The other
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recent. theory developed by John Downing (1979), the Cognitive
Clarity Theory, emphasizes the chief aim of reading instruction
should be a clear understanding of why people read and write (func-
tioral conceptn) and how thay eode language in writing (featural
concopta),

Research based on these two theories have discovered there
may be no more important question to ask in exploring the child's
concept of reading readiness than "What is reading?" (Clymer,
1968) Via interviews with young children, we see their doubts
concerning, the purpose and process of learning to read. Collective
responses to questions defining reading as a process of deriving
meaning from print are comparatively few to the many that may
be categorized as a "word recognition equal reading mode" (Tovey,
1975; Johns & Ellis, 1976; Ngandu, 1977).

Investigations have also explored the child's understanding
of the technical vocabulary used by the teachers during beginning
reading instruction. Confusion among the terms letter, word, sen-
tence, first word, sound, first letter , etc. and conventions
of print, such as reading begins at the top of the page and is
read from left to right, periods signal stop have been observed
frequently in young children during reading instruction (Fox &
Routh, 1975; Francis, 1973; Johns, 1977).

Related research has emphasized the beginner's lack of aware-
ness of interword space as a cueing convention for the written
word. Since beginners tend to combine letters from two adjoining
words while reading (Meltzer & Herst, 1969; Weber, 1970), it ap-
pears children utilize numbers of letters to identify 'words
rather than white spaces between the words (Clay, 1968), and this
may be due to the lack of understanding words as printed units.

The extent to which young children are aware of how lexical
units of speech are mapped onto the written word has also been
a recent concern of researchers. Downing and Oliver (1974) found
younger students in their study to associate spoken phrases and
sent.ences to individual written words and to frequently consider
long words to be two short printed words. Few children, even older
ones, are able to recognize that isclated phonemes and syllables
arc not, words. Children, it appears then, have even less understand—
ing of the spoken "word" than the written "word". Perhaps, states
Fhri (1976) this is because speech uses phrases and sentences
rather than isolated sounds to communicate ideas.

Implications of Research Findings

Perhaps Pitts and Posner's vicw could be a viable one in
that typically reading instruction is geared above that necessary
for beginners to profit from. Prerequisite readiness training
should first be an assessment of the child's ability to reason
about reading tasks. The second step should be the involvement
of the child in activities to foster the development of concepts
about, the purpose for reading, the salient aspects of the printed
word, and the technical language of instruction. The third step
is currently where most readiness programs begin, that is requiring
children to link various readiness concepts to complete a task.
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For instancc, when we ask a beginning rcader "wWhat is the letter
that stands for the first sound in this word, 'bed'?" What concepts
must, the child know to complete this task? —letter versus number,
word, and sentence; f{irst, versus last, second, etc.; sound versus
letter, word; word versus letter, sentence, etc. But we're asking
more than an understanding of individual concepts. We are requiring
the child to link all these concepts to give a correct response,
i.e., boy or ball.

Tf misconceptions are not clarified early in the reading
program discouraged begimners may develop negative attitudes and
avoid future reading and writing activities.

Types of Assessment.s

To date several devices to measure the child's understanding
of the reading purpose and process are cither commercially avail-
able or have been developed experimentally in research endeavors.

Reading Purpose Mcasures

The Linguistic Awarencss in Reading Readiness Test (Ayers,
Downing, & Schaefer, 1977) is a three subtest group-administered
test. The first two subtests "Recognizing lLiteracy Behavior" and
"Understanding literacy Behavior" measure beginning reading readi-
ness and concepts of literacy by directing children to circle
pictures (depicting reading/writing activities) in response to
oral directions.

The Sand Test (Clay, 1972) is an individually administered
measure determining the child's knowledge of page turning, book

handling, word and picture arrangement on thc page, and word and
letter sequencing,.

Technical Terms of Tnstruction

The Units of Print Test (Watson, 1979) is a test requiring
children to circle upper and lower case letters, words, and sen—
tences {(which end either at the end of a line of print, before
the end of a line of print, or in the middle of a second line
of print) to show their knowledge of the orally-presented terms
"letter", "word”, and "sentence'.

The Linpuistic Awareness in Reading Readiness Test, Subtest
C (Ayers, Downing, & Schaefer, 1977) "Mechnical Tanguage of
Titeracy" measures the child's ability to differentiate "numbers",
"letters', "words', and 'sentences'" by circling those terms di-

rected by the test administrator.

Written Word Boundary Tests
The Mickish Word Boundary Task (Mickish, 1974) is a three

item test; practice items, one which the teacher instructs students
to draw a vertical line beside another vertical line, and one
which the students are instructed to draw a similar vertical line
between four circles. The test item, itself, requires the students
to mark between six words printed with no spaces between them
(thecatandthedogplayball) as the teacher reads the sentence several
times.

Meltzer and Herse's (1969) Written Word Boundary Task is
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a test to determine the extent to which students use space to
define word boundaries. A written sentence "Seven cowboys in a
wagon saw numerous birds downtown” is presented to students who
are asked to cirele overy word.

Ural Word Boundaries lests

The MowMotorcycle Task (Roxin, Bressman, & Taft, 1974) tests
the student's awareness of the relationship between oral and printed
symbols, i.e., the length of the printed word. Eight cards contain-
ing pairs of printed words beginning with the same letter are
presented to students. The student is told, "One of these words
is mow and the other is motorcycle. Which one is mow? The child
responds by pointing to his/her choice. o

The Aural Word Boundary Task (Evans, 1975) involves four
sentences read orally and students are asked .o repeat each one.
After each repetition the student says the sentence again and
designates each word by either moving a small wooden block or
tapping, a series of colored circles. The task assesses the stu-
dent.'s ability to segment. oral sentences into their component,
words.

Instructional Strategies

Purpose for Written Language

The conceptual development of the purpose of written language
as a communication process is an essential readiness factor. It
cannot, be assumed, as research has shown, that those children
knowing, letter names also know what those letters are used for.
The following strategies focus on deriving meaning {rom the printed
word:

1. Use children's own language for reading and writing instruc-
tion, stressing the relationship between oral and written lan-
guage. Also daily handwriting lessons can be developed from
children's own experiences rather than a teacher's guide.

2. Use a variety of reading materials in the classroom. Trade
books, magazines, cereal boxes, comics, newspapers, travel
brochures are materials that communicate as well as motivate.
Use these materials to teach both begirning reading skills
and enjoyment of reading. For instance, children working in
pairs can lock for words that start like '"bed" from a cereal
box instead of a mimcographed worksheet.

3. The saying "Nothing teaches reading better than reading itself™
is never truer than when it applies to the purposc for reading.
Reading to children daily and having children read to each
other establishes the understanding of the true purpose for
reading——commmnication of the written word.

L. Writing activities can also reveal the importance of deriving
meaning from print. Children may select pen pals from thelir
own classrooms or others. Throughout the school year writing
is encouraged through activities related to personal intecrest,
class announcements, chc. Writing periodically to parents is
another motivational and purposeful method to foster writing
and reading skills.



Th—AIOQ

Salient, Aspects of the Printed Word

Activities which make it necessary for children to look at,
point to, and write will foster further understanding of written
and oral word boundaries. Suggested activities include:

1. From time to time request children to count, number of words
or sentences on a worksheet or language experience chart story.

2. Teach directionality concepts within the context of reading
materials. For instance, ask children to circle the first word
in a sentence, the last letter in a word, or the second letter
on a page.

3. Have children cut words from a sentence strip noting whether
or not space cues are being used to identify words.

L. Ask children to clap or tap out words in a spoken sentence.
Do this also with syllables and phonemes. Children can also
mark each word, syllable, or phoneme by placing a poker chip
or button on the table.

Language of Instruction

It is assumed children come to school equipped with the lan-
guage for reading instruction. Many do not. The following helpful
activities are for teaching the terms necessary to complete begin-
ning reading tasks:

1. At the beginning of the school year stress terms such as word,
letter, and sentence in all related activities. Say the terms
clearly and be redundant. Ask for some feedback from children.

2. Play games to assess children's understanding of reading, termin-
ology. "I'm thinking of a number—"or letter— or word— may
be played in the format of the guessing game "Twenty (uestions'.

3. Have children from time to time write their five favorite letters
or words or numbers, etc.

L. Dictation during a language experience activity offers many
opportunities to discuss words, letters, and sentences. Special
care should also be taken to discuss conventions of print,
i.e., spaces between words, words are composed of letters,
use of punctuation, and the left to right progression.

Surmary

Research supports the notion children are confused about
concept.s related to beginning reading instruction. Assessments
are becoming commercially available or can easily be devised by
classroom teachers adapting the formats suggested in the forepoing
assessment. sect.ion.

Children lacking awareness about print need to have either
direct or informal instruction to clarify those beginning concepts
necessary to profit from further reading instruction.

Parent education programs arc another vehicle by which parents
can acquire methods to develop language concepts early on in their
children so that success in beginning reading instruction is more
likely.
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PROMOTING LANGUAGE AND
READING DEVELOPMENT FOR
TWO VIETNAMESE CHILDREN

Brenda Weaver
READING COORDINATOR, LITTLE FALLS, NEW YORK

Diane J. Sawyer

DIRECTOR OF READING CLINIC, SYRACUSE UNIVERSITY, NEW YORK

Over the last several years, Asian refugees have appeared
in school districts all over the country. Of course, many have
settled in urban areas where schools have a history of bilingual
and Fnglish as a Second Tanguage (FSL) programs in operation.
There, the persornel and resources exist to accommodate this group.
However, many Asian refuguees, through church and civic organiza-
tion sponsorships, have found their way into suburban and rural
communities. In these settings, school personnel often have no
prior experience in providing for the education of non-English
speakers. Typically, there are no special resources available
to mect the unusual needs of these students. Existing personnel
are mobilized, in one fashion or another, to devise an educational
program. A concern for promoting competence with spoken and written
English often prompts the identification of reading personnel
to formulate appropriate instructional programs. Such was the
case in one small rural school district in central New York State.
The remainder of this paper is a case report of how the reading
specialist in this district organized available information on
ESL and the normal progress of language development in order to
identify instructional goals, assess linguistic and cultural aware-
ness, structure a program based on this information, and to evaluate
pupil growth toward attainment of the instructional goals.

Background. Tittle Falls, New York, is a community of 6,000
people. Farming and small manufacturing are the principal indus—
tries. The centralized school district serves 1300 pupils housed
in two K-6 buildings and one 7-12 building. A reading coordinator,
three reading teachers and four aides are available to deliver
supportive reading services to this population. These services
are provided through consultation with classroom teachers and
through individual or small group instruction. In September, 1980,
a Vietnamese refugee family entered the district. One child, "Tina",
was a pre-schooler, aged four; "Ben", aged elght, was enrolled
in the first grade class. Neither spoke any English. The parents
had been educated in Vietnam, and Ben had also attended school
before leaving Vietnam. He had some reading facility in Vietnamese.
Ben's father spoke some FEnglish and was employed as a mechanic
trainee in a local factory. Ben's mother and aunt spoke no English
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(after two years, f[Juency in Fnglish among adult family members
has changed little). Vietnamese was spoken exclusively in the
home initially and continues to be the primary language in tne home.

First Fapericnces fBon entered cchoel in Scplambe:, 19380,
W lﬂyn o Yeeoos o Cirah t‘/l,u]\ Gl Lo T Wi \,x}/\.\,i,x dothat,
he might benefit, from beginning reading instruction as it is typi-
cally provided in first grade groups. Ben was physically small
and did not "stand out'" from the age group. During that semester,
Ben's educational program consisted of a typical first grade curri-
culum; readiness skills, language development, and beginning basal
reader instruction. After about a month's time, Ben began having
difficulty with the basal recader instruction in the areas of idioms,
inferences, and drawing conclusions. The reading coordinator was
asked by the classroom teacher to assess and develop a plan of
instruction to increase Ben's comprenension of’ the Fnglish language
and to promote academic performance commensurate with his intellect.

Staff Development. Within a few weeks 1t became clear that
teachers were interested and willing to put forth extra cffort
to help Ben learn English and to adjust to the school setting,
but, they simply did not know what to do. They were depending on
intuition about what it must be like to be learning English for
the first time. Unfortunately, their intuitions were rooted in
their observations and understandings of how infants learn English
as a first language. Thelir expectations of what Ben 'ought to
be capable of" did not always mesh with his performance. For ex—
ample, since Ben was able to understand a story selection on the
literal level, it was assumed that he could easily make inferences
about, the text because he appeared above average in intelligence.
However, making such inferences often demanded more complex under-—
standing of the language than Ben possessed. He and his teachers
were often frustrated.

In an attempt to heighten teacher awareness of the special
considerations to be made when teaching FSL students, the reading
coordinator proposed an inservice program for the staff who were,
or would be, working with Ben and his sister the following fall.
The proposal was funded by the New York State Fducation Department
under the terms of kthe Refugee Education Assistance Act of 1980.
The targeted object.ives focused on developing the following:

1. An awareness of the cultural problems experienced by
Sl students.

2. Familiarity with metnods and strategies which can be
utilized by the classroom teachers in thelr instruction
of ESL students. These methods and strategies emphasized
oral communication skills.

3. An understanding of the difficulties involved in learning
a second language and how it influences progress in
other subject areas.

Two workshop sessions of 2% hours each were conducted by a leader
within the Literacy Volunteers of America organization. Five class-
room teachers presently working with the children, or anticipating
working with them in the fall, attended. The topics included in
the sessions were: difficulties in learning a new culture; Liter-
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acy Volunteer strategies and drills for learning English; and,
materials and tips for tutoring in ESI.. Several activities for
teacher participation were included. These activities involved
"learning" an African language, and practicing the ESL drills.
Teachers commented at. the end of the sessions that they had not
been aware of the difficulty of learning another language. 'They
felt more confident of their abilities to help Ben and Tina, using
the approaches and materials presented.

In preparing for her own work with Ben, the reading coordinator
consulted with university personnel, reference texts on second
language learning and with teachers of ESL classes in a ncar-by
city. These experiences led to the develeopment of a program that
considered the role of language and language differences in effect-
ing "the transition of refugee children into American Society'.
This is the stated goal of the Refugee Act of 1980.

Designing the Reading Program. The program ultimately developed
was based upon the decision to focus on the language base for
reading. It specifically addressed the nced to understand a basic
English vocabulary; to understand basic grammatical features such
as tenses, plurals and possecssion; to understand basic sentence
structures; and to use oral Fnglish communication experiences
to stimulate growth in the comprehension of written English. This
program was predicated on the assumption that comprehension of
spoken kEnglish is a pre-reguisitc foundation for lecarning to
comprehend what is read.

In September, 1081, similar but different programs were imple—
mented for both Tina and Ben. An assessment of cach child included
competence in auditory comprehension of English words, word forms
and phrases being the first priority. Ttems from the various tests
given were specifically analyzed to identify the depree of agree—
ment. between reading errors and difficulties with vocabulary,
syntax or morphemic elements demonstrated on the language test.

Reading, or pre-reading, instruction for each child was
provided by a tecam composed of the classroom teacher and reading,
coordinator. Results of the initial assessment were interpreted,
and from this the focus of the daily sessions with the reading
coordinator was established. Classrcom instruction followed a
normal developmental scquence for each child; teachers used mate—
rials recommended by the reading coordinator. Regular opportunities
for confercnces with the reading coordinator were scheduled to
discuss specific problems regarding vocabulary, concept development
and pacing.

Specifics of Evaluation and Instruction

Tina had attended a comunity nursery school before entering
kindergarten in September of 1981. Tina demonstrated some ability
to communicate in English. Her performance on the Test for Auditory
Comprehension of Language (TACL), a test that requires the student
to point Lo a picture relating to the words or sentence spoken,
indicated below age level comprehension of verb tenses, preposi-
tions, suffixes, noun-verb agreement, and adjectives of quality
and quantity.




n4—r1h

Tina's responses to the Test of Basic Concepts (TOBC) which
involves marking an "X" on the picture corresponding to a descrip-
tive statement by the examiner, showed below age level performance
in words denoting concepts considered basic to readiness including
spatinl relationships  (below, next, to); quantity (halt, tew);
and order (third, middle).

Tina's reading room and classroom activities were developed
to focus on the language comprehcnsion areas above. Following
is a description of the specific materials used to promote each
area (complete bibliography will be found in REFERENCES section).
To build her speaking vocabulary and sentence formation, the book-
lets People and What They Do and Places and Things as wecll as
The Transcultural Picture Word List were used. The Media Materials
booklets provided pictures with vocabulary words bencath as well
as suggestion for the teacher on how to develop the concepts
related to the words. The Transcultural Picture Word list provided
additional picture word combinations. Recognition of spatial rela-
tionships signaled by words was promoted through Positional Boxes.
Oral reading of specific library books dealing with readiness
concepts such as Berenstain's Inside Outside Upside Down and lHe
Bear, She Bear were used for additional concept development.
Listening to the library books being read also served as a model
in sentence structure, flow of the language, and grammatical
development.. Instructional games such as DIM's Building Match-
Ups and Scholastic's It Belongs Here were used to promote oral
discussion and use of newly acquired vocabulary while teaching
a readiness skill. Classroom activities included the Getting Ready
to Read book, pre—writing exercises (letter formation, etc.) and
eye-hand coordination tasks (painting, paper cutting, etc.). Some
language experience stories were also developed and recorded to
promote awareness of the 1link between the spoken and written

language.

Since Ben was both older and had developed quite adequate
decoding, skills the previous year, the testing and instruction
planned for him were different in some respects. 'The tests given
included, in addition to TOBC and TACL, English As a Second Lan-
guage Oral Assessment (ESLOA), Grammatic Closure Subtest of the
Tllinois Test of Psycholinguistic Abilities (ITPA), and the Stanford
Diagnostic Reading Test Green Level. The ESIOA, dealing with speak-—
ing and understanding critical vocabulary of our culture, indicated
weaknesses in calendar terms, monetary notation, and labeling
of clothing, service buildings (i.e., post office, hospital) and
body parts. Difficulties in the understanding of verb tenses,
noun-verb agreement., suffixes, adverbs, adjectives, irregular
plurals and superlatives, as well as vocabulary (i.e., whole,
equal ) were indicated by the TACL, TOBC and the Grammatic Closure
subtest,. The Stanford Diagnostic Reading Test showed that his
understanding of orally presented vocabulary was below age Jevel.
Difficulty in inferential and interpretive reading were also noted.

Instructionally, weaknesses in these vocabulary and compre—
hension areas were addressed through various materials in the
reading room. In addition to the materials used with Tina for
vocabulary development, Ben's instructional materials included
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the Picto-Vocabulary Series -~ Basic Word Sets and Vocabulary Cards
that utilize a picture-word format and also have written exercises
requiring use of the vocabulary. Fducational Password with its
high frequency basic elementary vocabulary was used to help dis-
tinguish among the labels for relationships being taught. Sentence
structure awareress was developed in both the oral and written
settings using Developmental Learning Materials' Bike Hike Game,
Concept.s for Communication (Unit 3), and Backpack Game. The two
games develop sentence sense by asking the players to add or delete
words from a kernel sentence or to combine sentences while the
concepts for the Commnication Kit requires oral exchanges with
the opponent.. The kit focuses on use of descriptive language and
following directions. The Peabody Language Development Kit served
to structure the objectives for oral language development as did
The Magic of English serics. These two materials are comprehensive
oral language development programs, the latter was specifically
designed for KESL students while the former has various visuals
(pictures and posters) to stimulate oral expression. Another arca
of concern, inferential or interpretive comprehension, was addressed
using the Croft. Reading Comprehension Skillpacks, a traditional
skill development program with practice exercises. ‘1o reinforce
the skills presented in the Croft Program, Tncreasing Comprehension
and Reading for Understanding (Junior) werc uscd.

Classroom recading instruction for Ben involved the Laidlaw
Basal Reading Series. This series was chosen over another series
uscd in the district because it had a managecable (for Ben) vocabu-
lary load per story as well as emphasis on comprehension. The
classroom teachers informed the reading coordinator of any concepts
or vocabulary which required further development for each of the
basal stories as Ben proceeded through them. Homonyms and miltiple
meanings are examples of words that required further instruction
to promote comprehension of some stories. Tn March of his sccond
school year in the district Ben was moved into a third grade class-—
room. The move was made at the request of the family's sponsor
who was concerned about the gap between Ben's age interests and
his grade placement. Ben's school progress to date suggested that
he could succeed in the third grade math program with moderate
supplementary work in essential concepts. His reading program
remained essentially unchanged.

At the end of the school year post testing, using several
of the instruments administered in the fall, was conducted. 1In
addition, cach child took the school administered California
Achievement, Test with his/her class. Table T shows both the prec
and post test scores earncd on the assessment instruments as well
as May performance on the California Achievement, Test.. It is clear
that both children grew in their comprehension of the English
language. Both demonstrated reading achievement that is at least
on a par with average and above achievers in their classes. However,
comprehension of spoken FEnglish still lags behind that of most
of their classmates. Support in their continuing growth toward
proficiency in English will be neccessary.
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Table 1

"all and Spring Test Results

Preteat. Post, Test
(Sept.. 1981 {ime, 1982)
Tina  Test of Basic Concepts Correct/Possible Correct/Possible
(Boehm, 1969) 16/ 50 31/ 50
(Beginning K Norms  (Midyear K Norms
Mid SES Group) Mid SES Group)
Ben  'Test of Basic Concepts Correct,/Possible Correct/Possible
Lo/ 50 B/ 50
3rd. %#ile 35th %ile

(Beginning Grade 2 (Midyear Grade 2
Norms Mid SES Group) Norms Mid SES Gr.)

Ben English As a Second Correct./Possible Correct/Possible
Language Oral Assess-
ment,
(Iiteracy Vol.) Level 11 i/ 29 25 / 29
Ben Stanford Diagnostic Gr. Equiv./%ile Gr.Fq./%ile
Reading Test (3rd Grade Norms) (3rd. Grade Norms)

(Harcourt ,Brace,
Jovanovich, 1976)

Auditory Vocabulary 2.8 1% 3.1 24%
T.iteral Comprehension 2.1 29% 3.2 5%
Inferential Comprehension 1.6 21% L.5  73%
Comprehension Total 3.0 26% L.O  6L%
School District Testing
{(California Achievement :I‘Ver__;t) 1977, Form C - May, 1982
Reading Math
Tina (Fnd of X norms) 85%ile 10%ile
Ben (Fnd of 3rd grade norms) S5tbile 96t le

The foregoing description of the language-reading program
implemented for Tina and Ben illustrates a direct approach to
both assessment, and instruction that. focuses on the critical aspects
of the bridge between oral language and reading. Published tests
used to establish the readiness of native English speakers were
found to be useful in providing insights into the readiness of
these foreign language speakers as well. Opportunities to learn
common vocabulary terms and grammatical structures were consistently
provided, directly and incidentally. Apparent difficulties in
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reading achievement were routinely considered as a possible reflec—
tion of difficulties in comprehending English. Teachers who had
not. previously worked with foreign students joined together to
understand the complexity of learning a second language and then
established a cooperative relationship with each other to deliver
instruction. Their jointly planned and systematically coordinated
teaching was not viewed as burdensome by any member of the staff.
This coordinated program of instruction was effective—the students
did progress. Finally Tina and Ben, like most other children,
were eager to become "one of the group". This language-reading
program build upon the view of oral language compctence as a bridge
to reading competence. In so doing, the program supported Ben
and Tina in their efforts to be assimilated into their pecr groups.
Thus they liked school, felt comfortable there and participated
willingly in their instructional experiences.

Throughoutt the year described in this paper, Tina and Ben
were highly motivated to succeed academically. They eagerly came
to the Reading Room for their special sessions with the Reading
teacher. It scemed that each actually loocked for opportunities
to apply new learning as soon as possible. However, Ben was more
sensitive to '"not knowing". [t became apparent that when he found
his Fnglish vocabulary deficient or inadequate to communicate
effectively in a given situation, Ben would simply smile and say
"T don't understand." This served to conceal his specific lack.
Ben would not engage others to help in extending his knowledge
base. This suggested to us a pervasive timidity and insecurity
in the oral commnication sectting. But Ben's insccurity was even
more all-enveloping than we had realized. Toward the end of the
year Ben refuscd to spcak Vietnamese in public. He viewed his
different language background as a barrier to acceptance by the
peer group and tried to eliminate that difference when he was
at school. Tina, to the contrary, found that her ability to speak
a "strange" language was a social plus. She was the envy of her
peer group and happily shared her linguistic talents with others.

The two children responded well to the language based reading
program that had becn developed for them but they were different
personalities, coping with the pressures of academic achievement
and social acceptance at different times in their respective lives.
Fach was responding somewhat differently to their achievements
and to the pressures. A newly trained and sensitized staff of
teachers will be available to support Ben and Tina through the
maturing process they will experience over the remainder of their
elementary school years.

We hope that this shared experience involving two Vietnamese
children in an otherwisc lnglish spcaking school will provide
some 1inspiration and possible guidance to others who find them—
sclves in similar situations.
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EFFECTIVE READING INSTRUCTION
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Sustained silent reading (SSR) is a school reading activity
which consists of a period of time during the school day when
children and teachers in a class or in the entire school read
self-selected books without interruption for purposes of enjoyment.
This activity has been a popular adjunct to many reading instruc-
tion programs for more than a decade.

The rationale for SSR is that it will promote reading growth
through allowing students to have sustained encounters with self-—
selected reading material without iInterruption in the presence
of positive peer and teacher role models. Students develop reading
skill through application and practice; they develop interests
and taste through personal motivation and the free pursuit of
individual concerns without the constraints of reporting or testing.
Also, the avoidance of feelings of failure and stigmatization
often engendered by oral reading difficulties exhibited in reading
groups helps to promote attitude improvement as well.

Recently, SSR has amassed a research base which strongly
suggests that it is of significant value in promoting reading
achievement, when combined with a regular program of reading in-
struction and that it has a positive effect on student reading
attitudes and habits (Moore, Jones & Miller, 1980; Sadoski, 1980).
SSR may also be a reading activity that has more points of contact
with successful educational outcomes in reading than perhaps any
other single reading activity.

Accountability and Successful Reading Programs

The demand for educational accountability has been acutely
felt in the area of reading instruction. Accountability has been
linked with measurable or at least observable results, usually
in the form of test results. Despite widespread concerns regarding
reading tests, particularly criterion-referenced tests (Schell,
1981), the prevailing attitude of accountability is that effective-
ness in reading instruction can be claimed only to the extent
to which it produces specific, measured evidence of reading compe-—
tencies in learners. While this position has emphasized the aspects
of reading achievement most amenable to testing, applications
that are less direct, but equally important, should be made to
promote the less tangible behaviors sought as a result of human—
istic education (Strain, 1976).
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The objectives of a sound reading program have been expressed
by many authorities in many ways, but perhaps most succinctly
by Harris (1970) who contends that the goals of an elementary
reading, program ean be gronped into three categorics: 1) creating
favorable  attitudes toward  reading, 2) developing  fandamental
reading skills, and 3) building personal reading taste and in-
terests.

In analyzing successful and widely adopted reading programs,
Jackson (1978) has determined that exemplary reading programs
have certain characteristics in common. Several of these key char-
acteristics, associated with effectiveness in reading instruction,
according to Jackson are: attention to individualized instruction,
a literature/reading enjoyment component as part of the program,
and ample daily time spent in teaching reading. Jackson also sug-
gests that it may be important to emphasize program elements in
the affective domain, although measures in these areas are impre-
cise and will not translate into cognitive gains.

There is reasonable evidence both from theory and from the
analysis of successful application, that sound, successful reading
programs provide for both the cognitive and affective development
of readers. Accountability should and must address both concerns.

Teacher Effectiveness in Reading

Rosenshine (1979} has concluded from a review of the litera-
ture of student-centered basic skills teaching effectiveness that
two major variables are related to gains in student reading achieve-
ment, as measured by standardized tests: 1) content covered, and
2) academically engaged minutes. Content covered deals with
"opportunity to learn," or the extent to which instruction is
directly related to learnings to be assessed and to outcomes that
are desired. Academically engaged minutes deals with the amount
and degree of student attention allocated to academic tasks. Rosen—
shine suggests that this evidence argues for a model of direct
instruction, wherein the focus is strongly academic and teacher-
controlled. Such programs appear to be related to increased cogni-
tive gains in reading.

Peterson (1979), however, determines from a similar review
of literaturc that while students exposed to direct instruction
methods tend to do better on achievement, tests, students exposed
to open teaching methods tend to exhibit better affective learning
out.comes, such as more independence and improved attitude, problem
solving and creativity. The open teaching model is characterized
by increased student. locus of control, wealth of learning materials,
integration of curriculum areas, and more individual instruction
than large group instruction.

Concluding that because these differing teaching models tend
to produce different desirable learning outcomes, Peterson says
educators should provide opportunities for students to be exposed
to both approaches, and cites evidence to suggest that thc public
supports a wide varicty of social and humanistic goals in education
that cncompass both cognitive and affective learning outcomes.
Brophy (1979) similarly concludes that since the instructional
situations associated with cognitive outcomes are different and
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apparently somewhat contradictory to those associated with affec—
tive outcomes, trade—offs are in order.

The Place of SSR

3SR is not a reading instruction activity, per se. It is
a supplementary activity that enhances reading instruction. However,
this does not mean that S5R should be thought of as a frill.
Students need ample time to apply the principles learned from
reading instruction to actual reading situations in order to assimi-
late and transfer what they have learned in their lessons, and
to internalize and integrate reading abilities in their own
cognitive ways. Developmental learning theory holds that students
need to build independence and mastery at a given level before
going on to the next one, and educators agree that supplementary
reading is an important aspect of learning to be a reader. Typi-
cally, however, time constraints and the pressures of testing
give short shrift to this aspect. All too frequently both the
"real-book" practice and interest components of reading instruction
receive reduced or even insignificant attention.

There is an element of unigueness about SSR in that it is
one of the few reading activities that appears to bridge the gap
between the learning outcomes associated with cognitive reading
achievement and affective reading achievement.. Numerous studics
indicate that when combined with a regular program of reading
instruction, SSR produces cognitive achievement gains in reading
equal to or greater than other supplementary approaches or no
supplementary approach (Oliver, 1973, and 1976; Evans and Towner,
1975; Reed, 1977; Lawson, 1968; Pfau, 1966; Vacca, 1980; Cline
and Kretke, 1980; Minton, 1980). Many studies also indicate that
SSR has a positive effect on student attitude toward reading (Pfau,
1966; Lawson, 1968; Wilmot, 1975; Langford, 1978; Sadoski, 1980;
Cline and Kretke, 1981). SSR also appears to address many of the
theoretical and applied ideals of complete and successful reading
programs as summarized by lHarris (1970) and Jackson (1978).

This series of contacts seems to define SSR as an activity
which addresses the concerns of accountability in reading education
as do few other activities: SSR is mutually effective in providing
growth in both cognitive and affective areas of reading. It is
also an activity in which trade-offs and compromises are unne—
cessary because it similtaneously addresses different learning out—
comes that are usually achieved through contrary approaches. This
characteristic lends an element of economy to SSR: gains in several
different objectives may be raecalized from a single investment
of time.

This series of contacts seems to define SSR as an activity
which addresses the concerns of accountability in reading education
as do few other activities: SSR is mutually effective in providing
growth in both cognitive and affective areas of reading. It is
also an activity in which trade-off's and compromises are unneces—
sary because it addresses different, learning outcomes simultaneous—
ly, outcomes usually achieved through contrary approaches. Thus
several different objectives may be realized from a single invest—
ment of time.
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Limitations and Strengths of SSR

No reading activity always works, and some problems have
been reported with SSR programs. They may not always be workable
on a school-wide basis (Blake, 1979; Minton, 1930). Froblews can
emerge when there is a lack of attractive reading mabterial or
poor role modeling by teachers (McCracken and McCracken, 1978).
Wilmot. (1975) suggests that there may be an optimum balance between
reading instruction and SSR, beyond which more SSR becomes counter-—
productive. Blake (1979) and Gambrell (1978) have suggested ways
to keep SSR going, and good judgment regarding when to use more
or less SSR appears to be critical to the success of the programs.

Distinct. strengths are also exhibited. SSR has great intui-
tive appeal, and initial enthusiasm for these programs is usually
very high. The reported engagement level during SSR for the great
majority of students is uniformly high, suggesting a high number
of academically engaged minutes and extensive opportunity to learn,
apply strategies and skills, and develop taste and interests.
Although definitve longitudinal research on SSR is yet to be done,
the available research suggests its usefulness in achieving account-
ability for student reading growth in its broadest and most appro-
priate sense.

When its guidelines are met, SSR seems to unite selected
positive aspects of both direct and open instruction models into
one effective activity. SSR provides for the essential reality
testing, practice, and application aspects of reading instruction
in materials that are appropriate to individual interests and
ability levels. 8SR seems to unify much that 1is requisite for
effective reading instruction into a single investment of time
and is therefore deserving of prominent consideration from those
reading specialists, classroom teachers, and administrators
responsible for accountability and effective reading instruction.
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QUEENS COLLEGE, NEW YORK

Andrea R. Karlin
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For some time concern about the writing ability of students
has matched the attention given to their reading development.
Teachers of all subjects are urged to require their students to
write more, and suggestions for helping students improve their
writing abound. At the same time we sce additional justification
for stressing writing; improvement in writing might well lead
to improvement, in reading.

Why might this be so? Reading and writing draw upon the same
bases—language, experiences, and similar processes. Both deal
with meaning—in one case obtaining meaning and in the other pro-
ducing meaning. The nature of thinking required for both causes
learners to behave in ways that perhaps are not very different.
They use similar strategics to understand what others write and
to write in ways that others understand them. Moreover, it is
reinforcement of appropriate responses through different but inter-
related pathways that could be the more powerful contributor to
improved performance in both reading and writing.

The results of research that sought to assess the relationship
between and among the language arts offer some some support, for
this rationale (Loban 1976; Hammill 1980; Stotsky 1983). The
results of a more limited number of investigations seem to suggest
that writing instruction which attends to idea relationships can
have a positive influence on reading development (Stotsky 1983).
We should note, however, that much more resecarch is needed to
determine the effects of specific writing activities on reading
progress.

In the meantime, we believe it isn't realistic to wait until
the evidence is in before acting. At the very least, the instruc-
tion in writing students receive could have a good effect upon
the quality of their writing. At the very best, students would
improve their comprchension of materials they read as well as
become betiter writers.

WRITING ACTIVITIES FOR IMPROVING READING

To read with and for meaning requires students to be aware
of and sense relationships. It would appear that writing which
focuses attention upon ideas and information and their relatedness
could have a beneficial influence upon the quality of their reading.
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While other kinds of writing might make a difference too, we will
limit suggestions to those that call attention to the former.

Reading to Writing to Reading

In our judgment, one of the productive ways of improving
reading comprehension through writing is to teach students to
base their writing on what they learn to improve their reading
comprehensfon. The latter depends in great measure on students’
ability to overcome problems associated with literal and inferen—
tial meanings. Thus, as we help students deal with these, we also
have them apply what they are le.aming toward writing skills.

Let us assume -we are helping students to become aware of
the ways in which writers organize information so that they might
understand and remember more of it. Together we analyze appropriate
passages they are reading to determine how the information they
contain is related. We decide, for example, that for a passage
which discusses how fog and clouds are formed, the author uses
a pattern of cause and effect to explain the process. After recog-
nizing the same pattern of organization in other passages (with
and without words that signal the nature of organization) and
identifying cause(s) and the effect(s), students then try their
hand at writing about a topic they know, using the same pattern
to establish relationships among the statements. They first might
write passages containing signal words and later write others
without them. Their efforts could be assessed by their peers and
suggested changes made if needed. And then this writing would
be followed by more reading.

Similar treatments of reading and writing can be followed
for other organizational forms and aspects of comprehension. Read-
ing for main ideas both stated and implied, recognizing essential
and irrelevant ideas, understanding anaphoric relationships, noting
conclusions and generaligzations, using context. clues for ascertain-
ing word meanings, etc., all may be influenced by the writing
we have students do. Some kinds of passages will be more difficult
for students to write than others. But with some reading competence
and help from teachers and peers, students' writing efforts should
improve. If difficulties in writing persist, perhaps more time
spent, on reading will be reflected in the writing they do.

Sentence Combining

Another writing activity that seems to promote better reading
is sentence combining. When students are faced with the task of
including in a sentence ideas contained in a group of sentences,
they have to determine in what way the idecas might be related.
Once the relationship has been determined, they combine them into
a single statement.

Following are groups of sentences, each of whose ideas can
be included in one sentence. Time order, contrast, and cause and
effect, respectively, tie together the ideas they contain.

1) Deciduous trecs lose their leaves in the Fall.
2} Their leaves turn color before dropping.
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3) Some sections of many European cities are quite modern
in appearance.

L) Other sections of these cities remind us of medieval times.

5

&

)
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to overflowing.

Lhe Spring Lhe lowlands were plagued by [loods.

1
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Sentences that reflect these and other relationships could be
treated. Opportunities to discuss how their ideas are related
and alternate ways of combining them while stressing these re-
lationships would be helpful before asking students to write
sentences on their own.

Sentence and Paragraph Completion

A writing activity that requires attention to relationships
is sentence and passage completion. In the former, students com—
plete sentences from which words have been omitted; in the latter,
they provide one or more sentences that have been deleted. A
passage such as the following could be used for both exercises.
The deleted parts are indicated by parentheses.

Athletes and Extra Minerals *

Some doctors think athletes need more potassium and
magnesium than do less active people. Both minerals
are used when muscles contract. Both are lost through
sweat,. Bananas and oranges are rich in potassium, and
dark bread, nuts, and green leafy vegetables are
(good sources) of magnesium. If an athlete doesn't
get. enough of these two minerals, he or she will feel
weak and tired.

Athletes necd more calories. 1 they get those extra
calories by eating more fruits, vegetables, nuts, and
whole grains, they will have plenty of minerals. If
the athlete isn't smart, he or she may just eat junk
food to gel. extra calories. That athlete won't get the
needed minerals that way. (His or her performance dur-
ing training and at athletic meets may suffer.)

Discussion about the appropriateness of words and statements stu-—
dents supply and their explanations for selecting them will reveal
how they establish connections between ideas both stated and
inferred.

An alternate procedure could be one in which teachers offer
choices for missing words and sentences. After defending their
selections, students alsc might supply others to complete the
passage.

Prereading and Postreading Writing

To survey content for general impressions before close reading
is one practice that could lead to increased comprehension. A

* Adapted from William and Barbara Franz, Nutritional Survival
Manual for the 80s. New York: Julian Messner, 1981, p. 95.
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writing exercise that supports such surveys is one in which stu-
dents develop paragraphs based on the headings and subheadings
of a chapter. NJt only does such writing requirc thém to speculate
about the nature of the information they are to study, but also
stimulates them to think about what they already know about the
topics.

Students would write as much as they know about the topics,
and discuss what they have written. They could verify, add to,
and revise what they wrote and compare the way they organized
their ideas with how the author expressed them. Their rcading
could generate additional ideas for which they would write passages
to highlight main ideas, conclusions, comparisons and contrasts,
cause and effect, time order/sequence, enumeration, etc.

A variety of writing activities which have some support from
the results of research include paraphrasing, summarizing, and
outlining. Each requires learners to categorize ideas into logical
blocks that could help them clarify their thinking. The act of
writing forces the '"nailing down" of fuzzy ideas, a condition
not, infrequently absent when we react orally to printed prosc.

Other Writing Activities

The rearranging and writing of out-of-order words, phrases
and clauses into meaningful idea units is an activity that might
facilitate understanding of sentence structurc and contribute
to comprehension. In addition, there is some evidence that poor
comprehenders are not good 'chunkers,'" that is, they do not tend
to process words as meaningful units but deal with them individu-
ally. Tn order to rearrange and link misplaced parts of sentences
into meaningful wholes, they must usc their knowledge of how lan-
guage works to make sense of them. Practice in writing sentences
that give order to misplaced parts helps to make students aware
of what they already know. Teachers can call attention tok this
knowledge when students fail to understand what they recad.

Sentence rearrangement might lecad to greater chunking. One
could select passages from materials students were reading and
reorder the sequence of their sentcnces. Students would rewrite
the passages, explain how they decided what the sequence of sen-—
tences should be, and match their passages with those the teacher
used for study. It 1s possible alternate reordering of some of
the sentences (for example, if the passage contained a stated
main idea) wouldn't. change the meaning.

IN SUMMARY

There is sufficient rcason on both theoretical grounds and
the results of research and demonstration to encourage and include
writing as one aspect of a program for reading development. Second-—
ary effects on the writing ability of students are real possi-
bilities, the need for which has led to the institution of programs
of "writing across the curriculum." Writing for either purpose
might. benefit both.
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USING A MODIFIED SMOG IN
PRIMARY AND INTERMEDIATE GRADES

Lawrence L. Smith
READING CENTER, UNIV. OF SOUTHERN MISSISSIPPI, HATTIESBURG

Fducators arc constantly looking for a simple technique to
determine the estimated readability level of a text. The most
popular readability technique today is the Fry Graph (1977). Mc-
Laughlin (1969), however, developed a technique for establishing
a readability score, entitled the SMOG, that is really simpler
and quicker than Fry's. Nevertheless, when studies have compared
the estimated Fry readability score and the estimated SMOG read-
ability score, it has been discovered that the SMOG score is
consistently higher than the Fry score. The assumption made by
many educators was that Mclaughlin's SMOG score was incorrect.
This is not necessarily the case. Fry's readability score is based
on 70% comprehension, while the SMOG Grade is based on full compre—
hension. We should expect the scores to be different. Even if
readability formulas were based on the same comprehension per-
centage, they would not likely yicld the samc readability score
consistently because the factors used in determining the read-
ability scores vary. For instance, Fry uses average number of
syllables and average numbear of sentences in three one-hundred-
word samples. Other formulas usc word lists, average sentence
length, and number of words not on word lists, plus a constant.
Readability scores are very likely to vary.

Since educators tend not to use the SMOG Grade because of
its variant scores from the Fry Graph, and since the SMOG is so
easy and requires no word lists or charts, the author decided
to attempt a modification of the SMOG so that it might correlate
more closely with the Fry Graph.

McLaughlin (1969) describes the technique for determining
the SMOG Grade as follows:

A. Count. 10 consecutive sentences ncar the beginning of
a text, 10 in the middle, and 10 near the end.

B. Count. every word in the 30 sentences having three or
more syllables.

C. Estimate the square root of the number of poly—
syllabic words counted.

D. Add 3 to the approximate square root.
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It has been the author's procedure in undergraduate reading
classes to teach McLaughlin's SMOG but to modify it by changing
the constant, from 3 to 1. One reason for doing this is that Mc-
Laurhlin stated that. "comparisons show that SMOG Grades are pener-
Mly two prades higher than the corrected Dale-Chall levels,,."
(p. 64L5). After attempting this modification with many books,
the author observed that adding 1 to the square root of the number
of polysyllabic words produced a readability score similar to
that which was determined from the Fry Graph and the Dalc-Chall
Formula at the upper grade levels. However, many of the modified
SMOG Grades were slightly different from the Spache Revised Formula
(1974) and the Fry Graph at the primary levels. Observing this
pattern, the author decided to carefully examine the SMOG procedure,
anticipating modifications that could be made in order to correlate
it more closely with other readability formulas at the primary
levels.

The Rand McNally Reading Program, (1978), Ginn 720 Reading
Program (1976), and Allyn and Bacon's Pathfinder Reading Program
(19787 were the texts cxamincd. The readability formulas used
for the comparison of primary grade materials were the Spache
Revised Readability Formula (1974}, and the Fry Graph (1977).
For intermediate grades, the Dale-Chall Readability Formula (1948)
and the Fry Graph (1977) werc used.

It was discovered that two modifications were necessary to
make the SMOG ‘rade useful for primary reading materials. First,
McLaughlin recommended that all repetitions of a polysyllabic
word be counted. While this procedure is necessary for “claughlin's
original procedure, in the modification, one should count, a poly-
syllabic word only once, no matter how many times it is repeated
in the thirty sentences. For example, in the vre-primer, C. A.
700 and the Kangaroo, published by Rand McNally (1978), the word
"kangaroo" appeared 52 times in the book and 13 times in the sample.
Tt was the only polysyllabic word in the book. To count the word
more than once would have inflated the readability score to an
unrealistic level.

The second modification was to eliminate the constant. That
is, the estimated readability level of primary grade material
is simply the estimated square root, of the number of polysyllabic
words in the sample. As can be seen in Figure 1, the adapted SMOG
Grade compares rather closely with estimated levels from the Spache
Revised Formula and the Fry Graph.

Figure 1

Comparison of the Modified SMOG
with the Spache Revised Formula,
the Dale-Chall Readability Formula,
and the Fry Graph

ree 1 year 2 year 3 year
= difference  difference difference
Fry 30 8 0 0
Spache Revised 16 6 0 1

Dale-Chall 9 5 1 0




7”}1—47131

When the obtained square root is 4 or more, a constant of one
must, be added. That is to say, there is a difference in constants
for determining the estimated difficulty 1level of primary and
intermediate grade materials.

In summary, to modify the SMOG to compare more favorably
with other readability techniques:

1) Count 10 consecutive sentences near the beginning of the
text,, 10 in the middle, and 10 near the end.

2) Count. the words of 3 or more syllables in the 30 sentences.
(If a polysyllabic word is repeated in the 30 sentences,
count it only one time.)

3) Round to the nearest perfect square of the number of poly-
syllabic words counted, i.e., 1, 4, 9, 16, 25, 36...

Determine the square root, of that nearest perfect square.

5) If the obtained square root is 3 or less, the modified

SMOG Grade will be simply the square root of the poly-
syllabic words. When the square root is 4 or more, add
a constant of 1 to the square root for the modified
SMOG Grade. (When one adds nothing to the square root
of 3, and adds a constant of 1 to the square root of 4,
it is not possible to determine Ath grade material. The
author compared fourth grade material with third and fifth
grade material and concluded that fourth grade material
more closely resembles third grade material than fifth
grade material.)

P

For those people who have difficulty with squares and square
roots, Figure 2 will be heclpful. All one has to do is count the
30 sentences and the number of polysyllabic words in those sen-
tences (excluding repetitions). In colum A, locate the figures
between which your polysyllabic word count, falls. Then, directly
across in colum B, your estimated readability level will be given.

Figure 2
Table for Determining Modified SMOG Reading Crade Level
1f the number of polysyllabic words is between (A) , then
the readability level will be  (B) , grade,

A B
0-2 1
3 -6 2

7 - 12 3 or 4
13 - 20 5
21 - 30 6
31 - 42 7
43 - 56 8
57 - 72 9
73 - 90 10
91 - 110 11
111 - 132 12

133 - 156 13
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While this modification is not a cure-all for estimating
readability levels, it works as well as other readability tech-
niques. When one learns the proccdure well, cstimating level of
difficalty of a text, can be done even more rapidly than by using
the Frv Graph.
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READ FIRST, TEST LATER:
MEETING THE NEEDS OF THE
'‘OVERSKILLED' READER

Karen D. Wood

UNIVERSITY OF NORTH CAROLINA AT CHARLOTTE

Is there really a problem with overskilled readers in our
schools?  Yes, but not necessarily with the kind of skill that
suggests proficiency in reading. Instead, there is a problem when
students are routinely subjected to a myriad of isolated, ordered
skills all in the name of reading instruction. Workbooks and ditto
sheet.s are common purveyors of "overskill.! But the real culprit
is an over-reliance on basal assessment tests for progress and
placement; particularly those which sacrifice comprehension in
favor of decoding, structural analysis and reference skills to
name a few. What actually occurs in the classroom to perpetuate
"overskill?"

A Typical Classroom Scenario

At the start of the school year and usually in the first
grade, students are assessed with the commercially prepared basal
inventory to determine their starting level in the series. Often
this test is administered individually and consists of a word
list.,, a series of paragraphs and a list of questions. In some
instances, {irst grade students are automatically placed in the
first grade basal without benefit of prior assessment. Once placed
in a basal, the students encounter unit lessons which typically
involve the following steps: (1) reading and discussion, (2) skills
instruction, and (3) skills assessment.

Fach basal reader is divided into sections (usually three
or four) and at the end of each scction is a review test desipgned
to assess mastery of all the skills taught therein. Tt is conceiv-—
able that a teacher who relies rigidly on the guidebook will also
pre-and post-test each individual skill that falls between these
sections or unit tests. Thus, if a student does not pass these
tests, the teacher can provide additional practice on the skills
missed, and then retest to determine if mastery was achieved.
1 a student passes the unit test, she/he can move up to the next
section.

An understanding of these skills, it must be noted, has no
direct bearing on the students' ability to read and comprehend
the basal literature selections. Although it would seem logical
that students would receive instruction in these skills and would
be asked to direcctly apply them in the context of the stories,
this is often not the case. Instead, the skills portion of the
basal and the literature portion of the basal function largely
as dichotomous entities bound in a single teaching manual.
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And so it goes, throughout each successive basal-—reading and
skills practice followed by intermittent skills assessment.. Basal
placement. and progress, then, is determined by how accurately
and rapidly a student can master certain skills, not by how well
he ean read--in the trin conse of the worrd,

Observe what occurs when individual students are placed within
this framework. Take the case of Roger, who is in the fifth grade
and has an TQ of 111 and a total reading percentile of 74—neither
of which is a particularly eye-catching score. He was assessed
in the first grade with the basal reading inventory which, at
that time, placed him in the grade level basal. Since then he has
proceeded along book by book with the others in his group, reading
all the stories, completing every practice page in each accompany—
ing workbook and passing every unit test. When he reached the
fifth grade his teacher administered a teacher-made inventory
to the class and found that Roger could read and comprehend with
9% accuracy material two levels above his current placement.
Yet.,, a number of questions remained in the teacher's mind: "If
I move him up the two levels, what basal reader will his sixth
grade teacher use? and more importantly, what about all the skills
instruction he will miss?"

A similar situation has occurred when Lisa, a new second
grade student, arrived at mid-year from a neighboring state. The
reading card in Lisa's cumilative folder indicated that she had
been placed in the second book of ABC Basal Reading Series—a
different series from the one used in the new school system. Seeing
her placement level stated on the reading card, the second grade
teacher administered the unit skills test and found that Lisa
was deficient in certain skills such as recognizing diphthongs,
variants, and syllabication. Consequently, she was placed in the
second basal reader to ensure that she "catch up” on her basic
skills before moving on. Lisa's parents, concerned over her seem—
ingly slow progress, enlist the aid of a reading specialist who
determines that Lisa's reading instructional level is third grade.

Both Roger and Lisa have much in common in this situation.
Both are entrapped by their initial basal placement such that
any reading gains made through the years go virtually unnoticed.

In Lisa's case, the skills test revealed many so-called de-
ficiencies. However, given that she had started in a different
basal with a different scope and sequence, she may not have been
taught those particular skills as yet. Indeed, given her reading
ability, it is evident that she hardly needs those skills to read
and comprehend successfully in the first place.

Yet. Roger and Lisa represent, a number of "overskilled" readers
who should probably fly to their next destination rather than
take a train which stops intermittently along the way. Such is
the plight of readers who are "tracked" through a series of skills
whether they need them or not. In fact, the very issue of the
existence of reading subskills remains a controversial topic in
the literature.

Do Reading Subskills Really Exist?

The nature and complexity of the scope and sequence charts
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which accompany many commercial reading series would seem to sug-—
gest, that an actual hierarchy of reading skills does indeed exist.
Yet no reading programs to date have provided sound empirical
cvidence to validate cither the specific skills advocated or the
sequence of  their instruction (Stemnett, Smythe & Hardy, 1975).

Roscnshine (1980) addressed a similar issue by exploring
the data from various sources including factor analytic studies,
elementary textbooks, authoritative lists of comprehension skills
and commercially prepared reading series. His investigations failed
to find support. for the existence of either distinct reading skills
or a hierarchy of reading skills.

A study by McNeill (1974) suggested that proficient readers
may have acquired certain subskills after or during the process
of learning to read rather than as a prerequisite to reading.
Conscquent.ly, the question whether specific subskills are a cause
or an effect, of a high level reading skill remains unanswered.

Farr (1969) reviewed studies involving the measurement of
reading subskills and found more nepative than positive evidence
to support current measures of reading subskills. Still, standard-
ized tests and commercially developed informal assessment tests
typically divide reading into a number of separate subskill arecas.
Farr commented that "in cvery instance this division is arbitrary
since there is almost, no research evidence supporting it" (p.33).
He further states that '"no onc seems to know whether subskills
of reading can be measured" (p. 71).

Downing (1982) views reading as a skill, the major feature
of which is the integration of those complex behaviors which com-
prise the total pattern. TIntegration, he maintains, involves
practice, and practicc means performing the whole skill rather
than simply rehearsing its parts. Or more precisely stated, "one
learns to fish by fishing, one learns to play chess by playing
chess, and one learns to read by reading" (p. 537).

A recent article by Bussis (1982) outlines several ingredients
which combine to make an '"incongruous" reading program. Among
these ingredients are 1) children who can rcad books but cannot,
correctly answer skills test items, and 2) teaching/testing programs
that focus solely on ckills. While her concern was largely with
classroom management, systems which break reading into hundreds
of discretc skills, her message applies to any programs in which
the classroom emphasis on reading skills is paramount to actual
reading.

Yet, from the practitioner's perspective, many teachers are
accountable to administrators and parents for providing objective
data from these skills tests to monitor student progress and
achievement. And it is true that the basal program does represent
a structured "road map” which gives teachers direction and guidance
along the way. However, it is the contention of this article that
teachers need to feel free to take alternate routes when they
deem it necessary, to linger awhile longer at certain locations
and to choose not to cover an entire area when they have been
there befeore. For these reasons, this article proposes that a
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read (from the basal) first, test (for skills) later philosophy
be followed.

What. Ts Meant by a "Read First, Test Tater" Philosophy?

A read firat, test Iater philozophy =imply means that the
students' reading ability is to be utilized for basal placement
rather than their ability to master isolated skills. In this way,
talented readers are not '"held back" because of a deficicncy in
specific skill areas, i.e., short vowels, consonant blends, or
"ly" endings. Testing for skills development follows rather than
precedes comprehension and is not, the major determiner of basal
placement, and progress. And, since literature selections and skills
instruction are the two primary components of the basal reader,
it seems logical that asscssment should be conducted in both of
these areas. To achieve this end, a combination of two conventional,
teacher—developed diagnostic procedures is advocated. One assess—
ment, device consists of a series of pgraded passages and accompany—
ing questions to be usced in the initial placement.

Another device is an informal skills pretest to determine
at, the outset, which skills to stress and which to eliminate, in
view of the abilities of a given group of students. While the
former diagnostic device has been in existence since 1946 (Betts),
the procedurcs to be described are unique. The modifications make
this assessment. instrument, somewhere between an informal reading
inventory administered orally and individually, and graded passages
administered silently to an entire class.

Also inherent in a read first, test later philosophy is an
emphasis on the teacher as decision-maker. Instead of depending
upon a predetermined sequence of instructional events, which may
or may not be appropriate for all of the students, the teacher
uses data from various sources to determine the direction and
goals for the reading class.

Read {from the basal) First — Graded Passages

Since it 1s a well-established fact that there is nuch intra-—
text variation in terms of the readability levels of basal readers
(Bradley & Ames, 1977), the first concern in developing a series
of graded passages i1s in choosing passages which actually represent
each basal reader to be used. To obtain representative passages,
Fuchs, Fuchs and Deno (1982) recommend that a meuan readability
score be calculated using five (or more) 100-word passages from
each basal level. From these five passages, two are chosen which
most. nearly represent. the mean level of the basal under consider-
ation. These two passages then can be cxcerpted from each level
in the basal series beginning, for example, with the preprimer
level and ending, with grade eight.

Next, the tecacher develops five questions determining knowledge
of both 1literal and inferential comprehension. Three to five
vocabulary terms from each passage can be underlined to be defined
on paper by the students (especially appropriate for intermediate
level pupils) as a rough index of their vocabulary and concept
knowledge. To expedite the preparation, teachers in a school can
cooperatively develop these passages at each grade level. Being
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certain that each gradc has 1ts own serics of passages will ensure
that, the inventory the students are exposed Lo every year has
not, been encountered beiore.

In a traditional informal inventory, ULhese passages are
presented to students individually to determine the quantity of
oral reading errors. However, as teachers know, this procedure
is a time-consuming one and often poses a threat to classroom
management.. Instead, the teacher divides the class into groups
according to the basal level completed last year. Then, in groups,
students begin at the next level reading and answering questions
unt il they reach their perceived frustration level. Fncouraging
"mumble reading" (Cunningham, 1978), wherein students read aloud
"to themselves," ensures that no one student is singled out to
read and be heard by the others in the group. This procedure allows
the teacher to move through the group listening to students' read-
ing, attending to their crrors, asking about their knowledge of
particular word meanings, and requiring that they retell portions
of what they have read. During this listening and circulation
periad, any notable observalions are recorded in order to make
a comparison with the students' performance on the question—-answer
portion of the inventory (see Figure 1).

Another subjective element involves asking students to record
next, to thelr answers to cach passape, an X it the passage is
too difficult, a Y if it is just right, or a /4 if it is too casy.
Students' pereeptions of their reading abilities can be quite
revealing and, in some cascs, very accurate.

When students f{irst reach a set of passages on which they
fall below 80% comprehension, in general, it is advisable to place
them in the level at which they scored 80% or better. However,
these objective, numerical figures must be interpreted in conjunc-
tion with the observational and self-reporting data mentioned
previously. Basals of varied levels should be available for the
purpose of either confirming or refuting the initial placement
data. Should a question arise about a student's performance, have
him/her read orally from other stories in the basal and ask for
a retelling of what was just read. In this way, the teacher can
re—examine students whose scores seem out of line with other avail-
able objective and subjective data.

Test (for skills) Later - The Informal Skills Pretest

Once placement in the basal is determined, the next phase
consists of finding out if the students in the group really necd
all the skills instruction contained in that particular book.
To do this, an informal skills pretest is developed which asscesses,
in one sitting, some of the major skills of each book or unit.

First, the teacher analyzes the unit (or book) to determine
the skills emphasized. For example, the skills of a third grade
basal might include punctuation, dictionary usage, syllabication,
structural analysis, context usase and comprehension ckills. Then,
the teachcr develops approximately 5 to 10 test items for each
area deemed necessary. (An alternative is to use or draw from
the basal assessment tests which are readily available and which
accompany cach unit. in the series.) This pretest is administered
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Figure 1
Student Date
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Overall Comments:

to the students and scored using an 80 percent criterion for
mastery, 70 percent, for needs review, and 60 percent or beclow
for non-mastery. The information is charted on a group profile
form (sec figure 2) which depicts the group's strengths and weak—
nesses and provides instructional directions for the teacher.
In this instance, the teacher has decided not to pretest for compre—
hension skills since both standardized test data and professional
Jjudgment have pointed to schoolwide and classwide weaknesses in
comprehension. Consequently, all lessons involving comprehension
will be stressed.

The profile shown indicates the group has an understanding
of syllabication and dictionary usage, but needs additional work
in the remaining three areas. The practice book or workbook, too,
is used only in conjunction with the profiled needs instead of
being used from cover to cover. Individual students who show a
weakness in a particular area {i.e. Allison, dictionary usage)
can be given additional instruction by the teacher or a peer until
an understanding is reached. With this information the teacher
can selectively choose the skills instruction to be emphasived,
eliminate what is unnecessary and accord more time to the litera-
ture selections, their comprehension and appreciation.

Tt is important that these diagnostic procedures, or something
similar, be integrated into each teacher's beginning of the year
activities. Then each student is given a renewed opportunity to
start the year without the stigma of '"basal labeling" and the
prospect of "basal tracking."
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Figure 2
Subject: Reading
Date: August 31

Book Title:

Grade Level

GROUF PROFLLE

Name Syllabication Punctuation

JeTH e s
struct . Context, Dictionary

Analysis
Roger + + - + +
Fllis 1 R - - +
Tisa + t - - +
Helene + - - R +
Mark + - R - +
David 4 - - R +
Allison + R R - R
80% or above + Mastery 70% = R (Needs Review)

60% or below — NorMastery (=)

Sunmmary

While the assessment procedures advocated in this article

are not, entircly new, rescarch has shown that the problems to

which they were injtially addressed sUill persist, i schoolg
o
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PROMOTE IDENTIFYING WITH
CHARACTERS FOR MOTIVATION
IN READING STORIES

Samuel A. Perez
CENTER FOR TEACHER EDUCATION, UNIVERSITY OF TEXAS ARLINGTON

There is the story about a child who, having been told by
his teacher that he now knows how to read, exclaimed "Good! Now
T'11 never have to read another book as long as I live!" The
anccdote points out vividly what most reading teachers well know.
Teaching children how to read is one thing; getting them to read
on their own is another.

The importance of fostering a lifetime interest in recrea—
tional reading is well accepted by professionals involved in the
teaching of reading. So, few would take issue with Huck (1971)
when she writes "Tf we teach a child to recad, yet develop not
the taste for reading all our teaching is for naught. We shall
have produced a nation of 'illiterate literates'—those who know
how to read, but do not read." (p. 37) And, if we accept Ladd's
(1977) assertion that children learn Lo read by reading, motivating
children to read bccomes cven more crucial in the child's rcading
development.. Reading is similar to other skills. Tf children do
not, practice recading, they will not fully develop the ability
to read. The child who reads frequently will continue Lo improve
in vocabulary, comprehension and other important reading skills.
And reading frequently will also help children maintain those
reading skills.

There have been many suggestions for encouraging children
to read. Among them are the following:

—Allow class time for recreational reading.

—Provide a wide choice of reading materials from which children
can choose.

—Suggest, books to children that relate to their nceds and
interests.

—Provide pleasant physical surroundings to create a suitable
atmosphere for recading.

—Hold individual conferences with children to discus their
reading,.

—Take children to the library weeckly.

Show and interest by reading yourself.

—Share your reading cxperiences with children.

—Read parts of books and show pictures and illustrations from
books to children.

—Read aloud to children daily.
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—Ilet children engage in audience reading.

—lstablish a way for children to sharc what they are rcading
with others.
Have children road nlong with taped otories.

—Decopat e the claceoroaom with pocters ) allet in bonrds | bhonl
displays and children's projects related to rcading.

—+tave children write, illustrate, and bind thelr own bhooks.

—Give praisc or tangible rewards to children for reading.

—Help children develep a means of keeping a record of their
reading.

—IHelp children plan specific reading t.ime abt home.

Promoting identification with story characters has also been
suggested as a way of encouraging children to read. Guthrie (1979)
describes a motivation strategy that uses questioning, to help
children identify with story characters. This mot.ivation technique
is based on the following ascumptions: 1) The process of identify-
ing with story characters can be learned, 2) Tdentification with
story characters, therefore, can be taught, 3) Questioning based
on certain stories can facilitate identification with story char—
acters, and 4) Learning to identify with story characters will
increase the desire of children to want to read.

This article provides teachers with generic questions that
may be used to help children identifly with story characters. The
questions can be used with most stories and books, but should
not, be thought of as a substitute for preparing a variety of ques—
tions at various levels of understanding for specific selections.

Prereading Questions

The first group of questions might be used Lo initiate a
discussion about, story characters before children are assigned
Lhe reading selection. 'The prereading discussion can help facili-
tate student identification with story characters in three ways.
First,, it will provoke thought about story characters. Tt may
also provide children with important. background information on
the specific characters in the story to be read. And, thirdly,
asking questions before children read the selection will build
student, interest in the characters encountecred in the selection.
Questions asked during prereading discussion might include the
following:

1. Do you ever compare yourself with the characters of a story?
Fxplain.

2. Do you sometimes make-belicve and sece yourself as one of the
characters in stories you read? Fxplain.

3. Look at the illustrations or pictures for this story. What
do they tell you about the characters in the story?

L. Read the title of the story. What does the title suggest about
the story characters?

5. Read the introduction to the story. What does it tell you about
the characters?

6. What, do you already know about the characters in this story?

Purpose-setting Questions

Teachers can also facilitate student identification with
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story characters by providing gquestions to guide children while
reading. This may best be accomplished by having children read
to find the answers to questions related to story characters.
The following are examples of purpose—setting questions:

1. What happens te the cnaracters in the story?

2. What 1is the problem or conflict the characters have to work
oul, in the story?
3. How do the characters deal with this problem or conflict?

L. How would you have handled the same problem or conflich?
5. Why do the characters do what they do in the story?

6. Are the characters in this story plausible or realistic?
Explain.
Follow—up Questions

In a teacher—dirccted discussion of the story after children
nave read the selection, opportunities abound to contribute to
student, identification with story craracters. Such questions as
the following might, be used:

1. Who are the characters in the story?

2. Tell me about the characters in the story.

3. Who is your faverite character in the story? Why®
L. who do you like the lcast? why?

5. How are you like the characters in the story? How are you
different?

6. Have you ever been in a similar situation as the characters
in the story? Fxplain.

/. Have you ever felt like the characters in the story? Fxplain.

8. Would you have done the same thing as the characters in the
story? Explain.

9. Were the characters right or wrong in their actions in the
story? Fxplain.

10. What have you learncd trom the characters in the story?

11. How can you apply the experiences of the characters to your
daily Tife?

Although little scientific cvidence is available to support
the basic assumptions of this motivation strategy, practical ex—
perience would suggest tnat promoting identification with story
characters is a worthwhile goal in motivating children Lo want
o read. In the publiched higrhlights from the lectures of Vlaaimir
Nabokov (1930), the [following relevant passage occurs: "The more
the emotional identification with the book 1is intenscly felt,
the more the reader treasures the bock." (p. 62) Promoting identi-
fication with story characters may contribute to one of the most
important, and difficult tasks facing teachers of reading—how
to help children discover the fun and value of reading so that
when they leave our classrooms they will go on reading,.
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WORDLESS BOOKS FOR ALL AGES

Karla Hawkins Wendelin
UNIVERSITY OF NEBRASKA, LINCOLN

Wordless books are plentiful and vary widely in their presen-
tation ot concepts and plot complexity. Below are some recent
wordless books appropriate for a wide range of ape/grade levels.

Anno, Mitsumasa. Amno's Britain, Philomel, 1982. $10.9%

As in Anno's other " journey" books, Amno's Britain offers
something unnoticed each time the reader examincs the illustrations.
In this book, Anno is traveling by boat,, then horseback, through
tngland, Scotland and Wales. The highly detailed, watercolor
paintings are filled with familiar characters, real and {fictional,
past and present,.. In the countryside, Anno sees Jack climbing
the beanstalk as Sir Isazc Newton is watching an apple fall from
a tree. Lilkcewise, Alice and the Cheshire Cat can be gpotted near
Stonehenge, and Christopher Robin attaches Feyore's tail as Mary
Poppins sails by. In the city, a crowd gathers Lo watch the Beatles
perform, while others view an artist's renderings of King Henry
V111, Shakespeare, and Winston Churchill. Anno's Britain is indeed
a book for all ages; however, older students with a wider experi-
ential background will likely have greater appreciation for the:
content,. The book would fit nicely with a social studies unit
on Great Britain.

Goodall, John S. Paddy Goes Traveling. Atheneur, 1982, $6.55

Fans of earlier "Paddy'" books by Goodall will enjoy the lively
pig's action-packed and humorcus adventure in this volume. Paddy
1s vacationing on the French Riviera when a young pig's kite flies
away. Paddy tries to rescuec it, and in the process finds himself
on a truck being transported to the Swiss Alps. A frozen and lost
Paddy is befriended by a family of bears, and ultimate.y becomes
2 contestant, in a sled race. Beautiful representationszl paintings
convey the story well. The format of half pages withirn double
page spreads adds to the uniqueness of the book. Older students
would probably have a greater appreciation for the sophistication
of' the tale and the detail used in telling it.

Hoban, Tana. Round & Round & Rourd. Greenwillow, 1983. $9.50

Known for her wordless books depicting basic concepts through
black and white pnotographs, Hoban has created yet another superb
book. This is her second illustrated with full color photographs.
(The first, a color concept. book, was Is T, Red? Ts Tt Yellow?
Ts I, Blue?) A variety of objects that are round arc presented:
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Swiss cheesc on a bun, raindrops on a puddle, a raccoon's eyes,
to name a few. The photographs are idea stimuli for language ex-
perience activities, botn oral and individually written. Older
ctadents will curely appreciate the quality of the photography
and Hoban's uniqne peropertive on the environment. AlT of Hoban's
books contribute a great deal to the development of visual literacy
in students of all ages.

Keats, Ezra Jack. Clementina's Cactus. Viking, 1982. $11.95

Clementina discovers '"her' cactus on a walk with her father
in the desert,, and she is enchanted with it from the beginning.
After a sudden desert storm and a calm starry night, Clementina
s to the desert and finds, to her extreme delight, that the
cactus has bloomed. Various emotions are expressively portrayed
on Clementina's face. Vividly colored paintings depict the desert
terrain well. (One particularly "positive" illustration shows
the father rcading to Clementina.)} The book has appeal for many
ages. The plot line is simple enough for young children to compre-
hend. Older readers could respond to the theme that we must go
beyond the exterior to find real beauty.

Ormerod, Jan. Sunshine. Lothrop, Lee & Shepard, 1981. $9.5C
Moonlight.. Lothrop, Lee & Shepard, 1982. $9.50

These companion volumes feature a warm, loving family whose
everyday activities are realistically portrayed in beautifully
detailed illustrations. In Sunshine, soft shades of yellow start
the day for the little g,irf who awakens first, then wakes Daddy,
helps him make breakfast for Mommy, and then sces that they get
off’ Lo work on tirme. Tn Moonlight,, shades of blue and purvle high-
light, the end of day which includes dinner, bath, and many excuses
for not going to sleep (the obligatory drirk of water, for one).
Many positive models are presented in the two books. The father
is nonstereotypically depicted in the nurturing role, helping
with the household chores. Books 1liberally appear in the illustra-—
tions. All three people are shown reading, and botn parents read
to the little girl. Sunshine and Moonlight are truly for all ages.
They could be used to prompt children's language experiences about
the beginning and ending of their days. Highly recommended!

Spier, Peter. Peter Spier's Rain. Doubleday, 1982. $10.95

This wordless adventurce beging on the book's front endpapers
as rainclouds pgather above a brother and sister playing in their
backyard. As rain begirs to fall, the children put on their rain
gear and head out to explore the neighborhood in the rain. When
the wind begins to blow, the children go home to a warm bath,
a pood dinner, and an evening indoors playing and reading. It
rains all night,, and the book's cndpapers show the sun shining
on the children's puddie-filled backyard. The brightly colored
illustrations are loaded with the details characteristic of Spier's
work. Small pictures and half-page pictures mixed in with all
page and double-page spreads carry the reader along with the chil-
dren. The book, as a whole, is idea for oral and written lanpuage
experiences as the sequence of the plof is clearly presented.
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