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E&rl Grades ' T
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~ . \ . »
o " . ABSTRACT . '

E
> T

. Analysis is made of the requirements for diagnostic testing of
eaxrly stages of reading competence, based upon contemporary research
evidence and theory. According to this evidence, diagngstic testing
néeds to be accomplished within three competency strand®, which are
called (1) decoding, (2) word knowledge, and (3) sent&ncg processing.
It #s pointed out that diagnostic-tests need to make possible the
. assessment of "entry" skills for assignment of pupils to instrdetion,

.. and also &f "exdit"” skills at each grade level.

AN

Reading dlagnosis for normal iﬂstructionalapurposes is assumed
to occur in classrooms which use a basal reader series for reading
practica, . PupiTS may be divided into several?groups to receive
different kinds of instruction from the teacher, dependlng on their R
neads as revealed by diagnostic tests or informal "pr bes." Pupils
nay acquire reading skills as a result of direct peacﬁing,‘bf inciden-
tal learning, or of extengled periods of 1earning,

3 i

Y

S Twenty-one benchmark skills for reading diagnosis are 1dentiFied,

intluding the crlterion skill of Reading Comprehension, conceived as .
being measured by a "cloze-type' test. These skills are Arranged by
grade level in natternS‘hhlch exhibit their cumulative thierarchal)
nature, in the sense that tHe more cemplex skills are built up from
sinpler ones. Diagnosis of reading skill deficiencies can be .accom~"
plished, in general, by assessing the enabllng skills in sequence
beginning with the more comprehensive and proceedlng to the» siwpler

-
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DIAGNOSTIC TEST REQUIREMENTS FOR READING

o : \ IN THE EARLY GRADES® .

: »

- X a

The large indiwidual differences in 1anguage skills\ambnh children in

the elementary grades give rise to a need for assessment which diagnoses
»
these differences, so that ipstruction can be adapted to the needs of the
\ s 1 .
individual pupils., Alcthcough there are many wmaterials, kits, and pTograms

? L
*

"diagnostic'" in a field such as reading, it is not

a

& N -1' . ) )
always cléar that they accomplish the aims preferred by elementary teachers.
In fact, the very prafﬁ§10n of these materials, and their great variety,
often seems to militate against diagnoses of instryctiounal needs which -are

readily understood and capable of being translated into practical action

- -
- N . > 3
- @

by teachers. , . \ . -
, Few systems of diagnosis ip reading are available which have clear’

»

{
‘rational counections with the activity of reading. Ma?y such Systems appear

1

) N b . . )
unduly encumbe}Ld with the mystiques of "testing,"” such as the use of multiple-

choice items and other procedures of mass testing. Most such systems lack

3
Ly

a clear rationale for the inclusion or exclusion of specific test-item types.

?
. . N *
>

This article actemprs to describe what 1S needed for diagnosis of read-

»

ing skills at elementary levels. These requirements are derived_from research

- Y

findiags on the nature of beginning stages of reading (Carrgll‘& Ghall, 1975;
GCibson & Eevin,~19?5; LaBerge & Samuels, 1974; Venezky, 1972), and on infor-
ﬁ%tion—pr@cessiné‘aﬁalysas of the reading process (Resn&ck & Beck, 1976:

-
]

Perfetti & Lesgold, 1978). The requirehents described are intended for use

~

. ¥ : = : W .
{1) in evapuating the content validity of existing diagnostic tests, and (2)
. ‘ | a | o
as*a bastls) for the dewelopment of sound procedures for diagnesirg instructional
! t ¢ -

“ R ‘ »( * R * N . :‘ 3
needs in the learning of veading skills of an elementary {(and basic) sort. .

N ~ N
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The teachgr}ef children enhtering kindergartem or first grade is con-

@

fronted with'children having widely different capabilities related to ré%ding»

-

Some, of course, arg already able .to read the simple texts or primers of

commercially Dackaged readlng prograns. The vast majorixy do not have this

-
-

Cﬂpabll‘ly Tha performance of readlng, therefore, must somehow be "broken

:

down' inte simpler components which cdn be taught so'as to briag each child
to the point at which he or she can generate- the complex, intsgr%ted perfor—-

.
-
»

wmance which is reading. 7

w

One of the firgst problems the teacher must sclve, then, is finding o@t

what her individpal pﬁpils do or do not know, or, more precisely, what they

*

can or cannot do. A test may be.used.feor-this purpose, or the teacher may
make her own observations. -Unless the teacher.can keep an unusual amount of

information in her head, she then makes some sort of record of these obser-
varions, that is, some recorded indication of the "entering capabilities" of

each child. Oftgn, I am told, teachers may take a couple of weeks or more to

meke these observations of Eﬁéldren and then to recerd them for future refer-

-
CN

ence, h . ‘ : .

-
'Y -

An important decision is pext made as to what to tsach, and tP whom. In .

-

H * ',N
a kindergarten, a skill not yet acquired by, say, 90% of the children may . be

taughi to.the whole class, id a game-like situation. An examﬁlé is the teach-

)

ing of new relational concepts, such as "undernsath,"
?

on top of," "behind,"
"in front of," and others of this sort. Or, a skill which has not yet been

) '
learned by ten percent of the children may be taught to those children in a

— wm wm wm Yt em W W W wm we

lThis section is reproduced from "Reading Achievement and Diagnostic Testing"
by Robert M. Gagné; a paper delivered at the Second Irfternational Conference

+ on Frontiers in Language Proficiency, Southern Illinois Univer51ty, Carbondale,
Illinois, February 23-25, 1978,

Instruction in Early Reading™ - T . .
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‘separate corner of the\plassrooa;‘naming printed letters might be an example,b
. In a first grade, a Leacher nay bé‘ablu to 1dentity four d&fferent sets of

- - o~
. .

childrun, each set needing instruct&on in roughlv the same skills,’ and Lhus

b -

*‘l

‘ » - form ad hoe” gropps to which different instrugtion is given at diffgrent times,
: . ag hoS gty Y X
T The ideal, of courss, would be the possibility of designing thirty specific
. T o X N .

. ‘
iné&ruc‘tional cox{zeﬁ;s for thirty different students‘ This degree of ind;w:xd-
ualization is only rarely possible, although it may be appreachec in those
instances where teacher aides or parenta}~volunﬁeers are @vailable\for -

T - dividual tﬁcering\ S : ‘ ‘ | . N

. N .

.- ' * 1
Assuming that some management scheme,is found for dealing with individual

1Y -

, 2 differenc;s which are initially found differential instruction uan then pre»

»
-

. \ ceed. One group of thTdran may be learnlng to say Qhe sounds of initial con-

N -

- sonants, another group to match rhyming words, while still another is reading

aloud passages from a story. The next steps that must be taken, at various
. intervals of time, make up a kind of monitoring of the progress of individual

students within the groups. Depending on what is found, ome or more students
. »
- . . » R Y
may. need to bte placed in other groups, either in a group that_is more advanced,
W ) . > a »

0
‘Q

or oNe that is less.adv&hhed, in the learning of relevant reading skills.

: - tionfto the needs of individual children‘ Again in this case, of course,

* %

the precisipn of such matching will be enhanced as the Fesources of teachlng'

[N

v

. ‘ approach those of individualized instruction. Even when teaéhing is done in
\ N

»

» * -
) groups, howaver, the need for frequent decisions about rehassigﬁ&ent of pupils
1 . . . . \
. should be constantly recognized.

, 3

*

As the end of a school year approaches, teachers of reading axe concernsd
h . 4 4 .
to find out what has bean learned by ald thefir pupils. The required observations

~
b

. . .
- ¥ . *

(5; b 8 ! .
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maj be made in an lnformal manner, or they msy be made By the use of tests.

‘ *
2 » > 2 >

Two purposes are belng served b?rtna results of such observations. First, '

- -

EE teachers need to know what total progress has been made by each child, and ) R
A N ‘o
alse. by the total class‘ The discovery of very little‘learq;ng‘by a child :

may indicate the need for someg provisions for special remedial education.

»

¥ore importantly, though,'recor&s'%eed to be made of what each child is able !

~

to do, so that a teacher in the next grade will:'gain some.idea of where to.
begin the next instruction. It would seem\desirable, toe, -that teachers in ) ,

2 Eme— N
> . > <

r
any glv n grade be able to ”certliy the mabtery of partlcular skills which

> are minimal objectives for that grade. .

Diagnostic Reguirements .

¥
* . N R »

[f this is approximately the way reading instruction proceeds, allowing '

for variations in the styles;cf individual teachers, the following would ¢ - o
N N N R - ) - N 5

appear to be, the things that are needed to make possible &i§§iisis and sub- . o

~
N

sequent differential “instruction: oo e

)

1. A carefully identified set of benchmark skills that are defined as
Y : N
performance objectives, arranged in a sequence Yeflecting their order of: . v

EN N -

. N - . ~ N s
learning (for example, 'reading printed words" must be learned before "readlng

.
- N N \ R i

printed sentences“). Benchmark. skills are Lhase which caun be 1dent1r1ed as

A
»

o

. f?c*ual components of readlng (for example, supplying an approprlate mi831ng
’ F F . . -

“'word in a sentenge is generally~agreed fo be a component of reading perxfor-

. /L. \ \
é;nce; in contrast, the skill of supplying a rhyming word may he related to v

b} N N N NERY - »

.. * . N . . N . R
reading, but is not actually done as. a part of reading). 'Benchmark skills T
C o~ . \ X L
are the ones that are 'of particular significance, and are probably essential, ,
¢ . F

1 +

in detprmining initial placement of children into instyuctional groups, =zs f

N -

well as in determining their re-assigament at later stages of iastruction.

4

-

. 2., A sequence of prerequisite, or\"enabling" skllls related to each / 1\
“ . N ( . “ B R
e L e Y

-
1)
. ¢ ? . N
Ay .
* :

~
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benchmark skill. The idgnfification cf;these enabliﬁg sequences, of skills

. -

is needed for the planning and for_thé systematic conduct of instruction

¢ within sach instructional group: Thus, if an instructional goal for a o -

*
v

group is "pronouncing multisyllable printed~words of regular-spelling” (a
» . N )

~ . ' - _— % - -
* benchmark skill), an enabling skill may be "blending syllables of two-syllable
words'; another enafling skill may be "pronoungcing vowel-consonant combinations'.

g " Of course, an enabling skill af one level of ipétructicn may be a benchmark

e ’ skgll at an earlier level. These enabling skills are’ Identified as contri-
‘ i , . - ‘ .
butary to the beachmark skill, that is, they. are prerequisite to the bench-

related to reading primarily because of this latter

»

mark skill and. are
rel¥ticnship. They are used to determine sequences of instruction within.

the scope of the lggéer objective being pursued in a particuiar instructional
3 . )
. . group. \ v,

R

»

¥
.

. . 3. A test of a suitahly broad range of'benchmark skills which can

serve as an initial placement test. The assessment of each benchmark skill

¢ . covered by a test of this sort should have reasonably high reliability,‘which

»

A N N s ‘ ‘»
o lmplies that each of the skills needs to be tested with a number of test

items (5~10 is customary). Such a test should sample skills which are
- appropriate to about ﬁcﬁi grades of reading instruction. 1Its results are

used to place children in instructional groups at the beginming of a school
- . i ‘%
term, or half-term. | o

: . - .

4. An exit test of the skill objectives which are chosed for instruc-
»

+

A -

tion in each grade. Like the initial placphent test?'each skill which makes

up the exit test should be assessed with the number of items needed for

A s

. : reasonably high reliability. However, this test should be conaerned only .
. with the Fange of skills taught in each grade. The purpose of the exit test

a h{ is to assess the achievement of adopted objectives forx each grade. A cut-off’

L 4 > .

Iy ‘ o
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N
-

scote may be used to identify children who need remedial instruction before

]
R
being advanced to the next grade. -

LY

5. An entire set of definitions of test item ”domains“, accompaﬂied

* Y
*

by sample ltems, apgiicable to each ﬂ!nchmark Sklll and each enabling skll

that is &beClaL&& with it. These "item forms" are for use by a teacher

. -y

in arranging situations so thatgﬁrobes can be made of the progrdss of iﬁl

N ’ ) . Y
BN

dividual children during the course of instructionm. A probe "is, in effecrt,

N

a single~ltem, or it may be two. ,Prsbes‘ﬁaed~to be used at frequent intervals

during the course of instruccien, In early stages of rEadlng, the obser~
. N 2 . }

vation to be made via a nrobe frequently rQQu;res a pr@ductlve.xasponse on.

)

the part of the child, and so must be{administered Lo one child at a time.
N . . - - N * s .
An example of suth a probe is having the child read aloud unfamiliar printed

words (such as laster condiment, stc.) in order to assess decoding skill
¥ . ] ’ Erg S

with multi~syllable words. \ \ o
N . : BN \_‘?\‘

; R 5 wm Vs . . ‘ R .
The relatively Yow reljiability of probes, as opposed to’ longer tests,

-
«

posas no practical problem. In using the results of a probe, the teacher °

is mgaking a probability estimate that the child does. or does not need further

- . E S
instruction or practice on a partlcular skill. Shade the estimate turn out

~

to be wreng, correction will normally take place at the next iastructional

‘-
stage. ‘Probes may glso be viewed as cyrriculum—embﬁaded” tests, since-

£ v
their admigistratgion must be‘wcven inte the instruction a teacher gives to

’

: \ \ B
. 8 group of children; without a definite break between rthe two functions.

‘gith th$$@\five tools, teachers will be able to carry out systematic

‘diagnosis and systematly teaching of required skills. Tests of benchwmark \
skills make possible the determination of Instructional objectives and the

’

establishment of minimal exit skills for each grade. Accompanying lists of

renabling skills make it possible for the teacher to know what ground has been
V? .

L | I

N

s
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covered, and what must unext bp learned. Placem&nt‘xeét results can be‘uéed to
do tﬁg inicial job of assigning pupils to apprgpriate-instructional groups. :
Priobe items are laver employed to hracx *he progress OT individual children .

‘¥lthin such grouaps, or within tutoring segsions (when that;modefis employed).
And exlt tests yiald‘results which make possible a final check on tha;gghiebe*‘

2 x

ment of essential skills at‘gach grade level.

* -

L)

Lo Intividual Differences in Reading - o
T -

. [ . o

[

*\\; " What are tRe essential intellectual operations. or states that differen-
N :IJ ‘a

/i - tiate good readers fron poor teaders? The search for these faétars has been

A

conducted over many years and the results are found in-many different pub-

E )

lications. It is not* éviﬂent at this date rhat the findings can be inter- .

h i

Y

preted with perfect ccnfidgncei Yet there does appear to be a cénverging
sense cf agreement on the part of contemporary reading investigators, with
- : D * . A

s v~ only one or two notable exceptions.

-

k]

. A valuab;e ser of concepts which integrate research flndings concerning

readlng skills has been contrlbuted‘bv Perfetti and Lesgold (1978) :On the . .

-

basis of an in?brnat10n-pr0cess1ng annly31s of reading, they suggest three
R : * ~ R 2
4 strands of reading as follows: (1) speed of phomslogical codiing ("decoding"):
. > ~

« (2) knowledge of the meaning of.words; and (3) sentence processing\in terms
65 syntactic and semantic COnstraihtg. . - . !

HENN ~L . “
&Daéoding; As;a highly skilled performance, decoding may be described

- - . 3

v .
(2

, ) as the ag;o@atic processing .of prévibusly unencountered printed words in texrms
. v . * N ) .
. of their gbunds. The descriptive word "automatic" implies that this kind of
N N )
processing is done rapidly and without hesitation. Presumably, skilled de- *

- coding means that when the reader encounters an unfamiliar printed word in

the midst of a sentence, hgjprogesses~it by its sound, and gees right on with

“ _ his reading. When such a word is processed in accordance with its sound, it
k

- . N ‘ :‘ 1\‘, )

Qo - - -~ L,

¢ “©
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‘Samuwels, 1970). From this prerequisite, learning -jroceeds to-the’pronouncing - -

&

may be pessib e rax the readersto matmh it with a word alrtadv famll ar Lo =
R . o - £ \

him 1n hls oral ¢! 1scening) Vocébulary @tharwise, by antinuing,to reaﬁ

- N e \ .
» \ ‘a . Y N ~ NN

withgut stappiﬁg3«the reader'may ;a able to infer uhe meaning o‘ @e word ~ L. Yoo

> H i . . b

. »
;, L . [N . S N > .

b * ~ * ot . M N N ‘h\*; v.‘ \~‘A,\~U
X ;\¢from its gantgnbe cogt&x*.* T M N I . S e o e ;3 N

~~‘ 2y - ‘\ . ' s " . i - . % [ 8\~‘

RPN ¥ LA BN ;\ ‘e M

} A ;alr amounp of evidence suppotxs nha idea that skllled decoding is a o el
- . . ¢ ’
S

R . .~ N .. 3 N .

part of godd reading, despibé raﬁional argumeuts that‘it is;unnecessary~ T o .

-
. . -

‘\ EN ' * = T * . >

- ~ r

(Smith, 1978). Decoding skills involve responding Lo regnlarlties ig prlnt—

souné Lorr@spcndencas ('zhonic general zations") beginging,with the sounds . RN

. M ) *

of letters (Calfee, Chapman, and Venezky, 1970 Gibson, Oéser, and Pick, 1963; )
. . . N . N N R X

of vowel-censonant combinations (Calfee, Chapman, and Venezky, 197Q{‘Véngzky, . )
. o . .. : o v ’s .
and Chapman, 1970), a stage which incl ludes blending (La Berge and. Samyels, 1974 " S
A - vt * s N L.
Haddock, 1976; Muller, 4973), Baslc skills ‘of letter seunding are combined

in syllable and word decoding (Gibson dnd Levin, i9§5;\Perfetti and Hogaboam,

1975; Spoehr and, Smith, 1973; Guthrie and Seifert, 1977; Savin, 1972). :

-

L3

coding ﬁay acfually serve other functions, which have ng as yet® been fully ) .
expiicated’(Dagks and Fears, 1978; Perfetti and‘Lesgelé, 1978; Venezky and

Massaro, 19aﬁfa These appear to derive not Simply‘frem the capabi;ity of word
prénunciation, but f%om_its automatiaity {La BRerge and Samuels, 1974). Thé . | ;

main hypothesis for this added function is that the reader's processing of C
. N d‘ -‘ *
the meaning of text (i.e., comprehension) is interfered with by the cognitive

effort of decoding when,yhe'iatter has to be done in a hesitating and inexpert R

»
~

magner. According to Mattingly {19?”}, the successful reader begihs by form-

1"t

ing a "quasi-phonological " representation of the printed text. ) =

The activity of decoding, which\presumahly'leéggktb phonological word

pr?cessing by the reader, apparehtlg persists in good readers. This is' true

» v - ’ -
. . ' "
N E N ) 5 . ~
N
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even when the quality of reading<?erformance is measured by readxqg compre~- N

»

%

heﬁbiOﬁ tests (Gnthrle, 19:3 Calfee, Liﬁﬁamood and Llndamood 1973).. The

! - . -
ewldencé of thiq ccntinuing correlatibn appears ‘to be quite strong. In

.. W, D .

addiﬁlan, ev1denue surely exists to show that’ decoding Skii]S can be readily.

-

- " X. . ai N . )

Qvlearned by young children, and Phat such Skllis make’ a pdsitive contributlon ’

R

'to pregress 1n reaaingg(ResnLck and Beck 1977 Marsh and Mlneo, 197?

»
A -

Goldstein 19761 wauach “and walxach, 1975) , . )

- IS Y * A . B

'2f Ward knowledge (semantic coding); This strand of skills‘qomprises I

facility in the recall and use of wards, to, f111 gaps, to gg;m‘sentences, CnT

k—

A \ . ) Y

Lo answer quesciqns, to identifyk nonyms and antonyms, Presumably, this
) ‘ e A :

capability Yeflects the extent; of the learner's functional vocabulary. It *ﬂf

. . »
» N N

might also be called "verbal fluency." \ \ : s )

» +

: . X

Generally, substantially hlgh correlatidns have been found Egcween size

of vocaBulary and reading proficiency (GleOh and Levin, 1975; Guthrie,‘1973;~

Irwiq,\lQﬁO) Calfee Chapman and Venezky (19?2)_3uggest that a measure of
¥ “i \f'\

vocabulary quality be employed rather'than quantity. In any case, i; is

A N -
»

Yclear that the stored meanings of many words are rgtriéved and utilized by

L]

-

rhe reader in processing printed cext.’ Pokell’'s work (1971) has indicated

AN

that satisfactory reading at alout the beginning of the fourth grade requires
Y v N . hd LN ~

that- the reader instaﬁtly grasp the meaning -of at least 3500 words. - : A

»

3. Sentance_processing. This is the capability of identifyingj aﬁd

also producmng; ‘sentence structures in their proper form. 1In 1ts s;mplest

e TN

A

~
Yo

variety, it may be observed in such a verformance as completing a gentence C
I N
with a word or phrase, or as putting a scrambled sentence in order (Weaver,

- -

S e

1976).

A number of studies have fouhd critical relationships between reading

proficiency and the processing of seqptences in terms of their syntactic and

~

\
A N » E\ \ R ] ’ -
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.
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"The Reading Program :
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N X * N . ‘.} ) . '
L d . . Q .
a * hd . » N . ~°~ N ‘ . - »
semantic structure.'(Isakson and Miller, 1976; Steiner, Wiener, and Crumer,

.

1§7i§ Clax'andalmlach, 19?1;*wein§tein and Rabinﬁvitcb; 1971). gpof{reéderé,

A B * »
N -

these results suggest, tend to process one word at a time, and fail to.make

. - J‘n +
use of ccntext cluesrﬁrovidéﬁ by syntax or the semantics of word groups. It

L Y a

is probahly.or some importanne te note that the EredlctiOﬂ oﬁ mean1ng bv way

-

of syntactic and semantic dlues is the primary way of tackllng the task of

r

realtng, in the v1ew of Frank Smith (1977). ‘A similar emphasis on the

Ay

uthixzatioﬂ of sentence cues is given by Goodman (1970).

-
-

o | ~ o

The Setting for Diagnostic Testing

-

KConsideﬁaticn of the preceding evidence and theory makes it possible to

- »

describe some features of a reaﬁing program -that would seem to be optimally

A Y
-3 ? R

affective for a populkation of students that spans a largé range of language

x
~ - 4

skills at the time of school entry.

.
~ > »

it
»
E ) ' - hd £

The assumptions I makg‘about.a desirable reading program are as follows:
L Y ‘

~A§ the beginning stage, the child must learn to identify printed letters,

beginning with their lower—case forms 'and proceeding to their ypper-case forms.

- H
N \ N -

The impoxtant skill is identifving; for %onvenleﬁca, puplis may be tauqht the

Y . e . <

names of the letters, but they also need to learn to distinguish the sounds of

N »

letters. Both of these skills — identifying,letﬁers and eounding 1etters -—

- N . . 2

make up the very early part of a good'reading\proégam‘ They are followed by

» 2

praLngF in the oral ‘sounding of prlnted letter comblnatlons, the blending

of vnwal syllable cc«m‘blnatiousJ of whole words anﬂ of multlsyllable words.:

N \ .

Attailning the skill of deuoding weans that the reade&, when he encounters

‘ » a - .
a printed word that he does not 1mmediately recognize in its printed form

~ N

(for example, harness) represents its sound to himself (or aloud, "if he is

vteading orally),,and then magches that word~§oqnd with one thaL is alreadV‘
. *n.?.) =

~
»
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N »
-

* in his oral vocabulary {as is likely the case with harness). An .extremely

important point; here, is that in%fial pronunciation of the printed word

YT

.
4 =

> o, ‘ai N E N :
-. does not have :o be exagt, only approximite (Venezky and Massaro, 1978), in

or;;}fjg; the match with oral vocabulary to be.made. One implication of

this fact is that the skill &f "word.sounding” does not have to be one which
) ~ - H . R
* enables the reader to go directly from print te exact pronunciation. For

3 >

example, it is not of consequence whether thﬁ/%acand t in Atlanta is the
usual /t/ or one with a‘dental flap (the pronunciation of native Atlantans).
NN ! .

BN

It is "AtlantaV, a word familiar in the oral v%cabulgry,'in either case. A

second implicatien is thay\réading programs which stress highly precise rules

\ - P N D
* of word pronunciation are probably wasting time. -
N\ . » .

3 A second essential strand of instruction in reading deals With knowledge

*

£y ww N o N N N .
of word meanings. Naturally, this strand begins with oral language. Kinder-
garten children begin school with the possessionof word knowledge;- some with

quite.extensiye vocabularies, some with very few words. Instruction is given

»
0

- , ~ . : 4 «
to increase the knowledge of orally spoken words ~ at first the gconcrete
Iy - ) . } g

- words, nouns and adjectives, and then with increasing emphasis on relational

words, prepositions and verbs. This is often called "dpncept learning."
\*f& -

- In the first grade, once they are able to distinguish printed forms,:children
begin~t0 Jearn to recognize words in print -which are already in. their oral
vocabularies. By using very siﬁple texfsafor reading, children learn to

recognize more and more words by sight, and thus increase their "printed
) g X ) g r p

word vocabularies.” Contih ed practice in reading rapidly enlarges the stége

”~

1

of printed words which can be recognized by sight.
A third strand in reading has to do wiiﬁ the structure of %gpgpggiyh)

knowing how to form a proper sentence, and knowing how to ''take

infor-

*

wmation in sets of sentences. As progress in learning proceeds, the student

?

-



> L

- derives meaning from entive paiagraphs composed of reléted 5encenc§§, sepﬁ\

« 3 ¥ 2

N

arated in their printed form by typical punCtuation‘ Initially, Lnstructian .

*
e > A2

ample, practice in-

: ® o \
¢ises in completing =~ '

. in this sttand mey have an oral fqrh,.invvlvihg, fo

“\“ y f@llaw{ng oral directions. This may be followad by

N

. & ) " N .
sentences with words that make both .syntactic and< ic sense. Once a
! . ‘ S .

sufficient printed word vogabulary has been learﬁfd, exercises in forming
. 2 * . Ve

: N R .
and completing sentences, or In rearranging scrambled sentences, may be con-~ -
Fl N A * . N

ducted in that wediua., The continued reading of basal readers al'so contri-

S

butes to the rnprovements of thig type of sk111 Reading may be done in part

7
oxally,’ and in parc silently Skills in this agsa a{f also enhanced by if

~ hd

. practice in the answering of wh- questloﬂ% whichmparaphrase the text. ;

> -

These three scrands have Lheir apex in 5ﬂm~comp1ex activity of readlng

i

»

] .
comprehension.. In genaral, proflciencv in reading comprehen31on improvas as .o
. . A
the learner reads ncre and more extensively with inereasingly véried materials.
"A typical basal reader series contributes to this aim, By thd time of the

¥

fouth grade, .a good reading program uses a great va:iety of textual p@ssages,

often followed by questions to be answered by the student.
”’ . - ’ .

Three Ways of Learaing Component Skills . e

A typical reading program teaches necessary competencies in three
" ?

different ways: /

>

(1) Direct_teaching. In this method, the teacher identifies the :

speciffc skild te be learmed, and then arranges the learning situation so ’
R -

w -~

that the child will learn that partieular §kili within~a\reasbnably brief -

‘™
»

pericd of rime. For example, if the objective is "distinguishing the sound

3 s

of "a" in single-syllable words ending or nct_eﬁdgﬁg in ¢ (mat - mate)," a

e )
Y

‘ ‘ : U T .
specific set of exerglises may be designed and cenducted to teach this skill
L NN U \ . 4
¥ Y

:(Fries, 1963)." . 1w ‘ T X
-t f
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s \ (2) Incidental learning. Some skills are learned without,the use of .
. . L N . N . . D
specific instructional exercises. They are simply learned "along the &ay" E
. ‘ T i B - N * . . “a . ¢ -
- in a typiecal reading program., Thid is not to say p‘gt these skills are un— =

~ ™ N 'S A * %

important. However, sincé the activity of readiﬁQ; oral or silént, is a
’ ‘ ‘f\; - : !,.zg\ ‘ “: . "
o -, ¢, ragular part of a§€eading‘prcgra@, & number of skills may be expected to be

acquired as a result of that adiivity~ A simple example is reading from

o

- o left to wight. At a laker stage, many new words are incident%iiy learned
. R AR Y N

. R . ¥

du{ing the ac%}yity of reading.% . ‘ e

7

‘{3)\gx;ended learning.. Some kinds of cq@petansieggare developed over
. Jéla;iVeiy‘ibng.periods of time. While they may be inf;uenced by either
& . , s ‘ .
‘firact teéching, incidental lﬁarniﬁi, 0r°3gth;‘they cannot be ﬂir§gtly . .
) *éaughf within a reasonably §h0rt peripd of time. These cﬁmpetqﬁﬁies hgve |
a develepmenﬁai chafacter, ;n the sense that they improve gradually witﬁ‘\
. sontinued education. In\fge extreme case, there are competencies which may N
be geneticaliy detefmined aga‘hpinfluenced by 1earning (such*as,shoft—term
» ) memory capdcity). ‘Some~dompetenhies related to ;eadingﬁ~however,\may be

assumed to be influenced by instruction extending over the years. An example

* .
*

is the ability to. understand increasingly complex printedi$exts‘

T\w . . How dre the essential, skills of reading learned? “Are they all learned
/ ’ N .
y by direcq teaching, by incidental learning, or are some learned only b"y__k

extendad/learning? Table 1 summarizes what appear €] be reasonable aunswers

‘to theése guestions. . '

> -

As the table 1ndicatesv the skiilé involved in décoding would appear to be

mogly readily and dependably\acgiééed by direct teaching. Beginning with

syfils such as letter %ﬁentification and proceeding to word-component sound-

:.\ s

) N\,

ing and- the (approximate)\pronouncing of new and cémplex words, exercises

requiring student practice in these activities are most useful. It is true,

»
A}

bes
o

-

+
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. of course, thaf’dgpoding skills can be acouired by incidental learnidit“und
often are’ b} chlldxen ‘who learn to read, without instruction. nglously,
. f " o
though, this is an undgpamdﬁble @eth&ﬁi The best available evidence impliies
that unless decoding skills are learned to the point of automaticity, whe
activigey of reading comprehension may be adversely affected. Accordingly,
T A .

\ ) ‘ .
the table indicates that teaching which proceeds on the assumpf&on that )
da\odlqg skills will develop inci dental ly, or under the in fluences of
"extended learning,” is plabing dependenc& on a highly uncertain method

. Table'l - o
- . . »
Means of Learning Component, Skills S ‘ ‘
iu Three Component Strands af Reading prformance : *
Skill Strand . Means oféLearning ' "
Direct . " Incidental Extended
: - Teaching Learning ., . Learning
s . * ,r‘\f » ‘
Decoding All \ Some; . An uncertain
. . an uncertain - methpd -
- - method - .- . . .
Word Meaning |, : Some - Many Some
. - \ ' - ‘ N7
Sentence/text . A few skills ~ Many Many .
procesging and specific "
strategles X
L > ot
. . . e S

i’

The strand bf word meaning is contributed to in part’by all:three means

¥

of learning. Direct teaching is done, particularly"i? the early gradeé, te

LN

promote the chiid's learning of new word meandings. Practice in reading it~

self leads to the incidental learning (or "discovery learning”) of many new

.

\ » * \ ;" > 4 ' . ' »
word meanings. As learning continues, the ‘aequisition of new word meanings
\ . !

and meaning elaborations takes on a developmental charactern, and comes to

depend increasingly upen the store of knowledge possessed av the individual.

~

1y

N\
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- . . : » N ) . ‘
: ,/,With regard to the third strand, sentence and text processing, direct SN

- ’

teaching can contribute to the learning of -a few &ssential skills. The
E . - - . Y Ve
- N * . .
skill of forming complete sentences from incomplete or scrambled parts is
\ - ‘ : ° M . N ’ . m.-\
Ty ' one of these. Another) example is the use of brefixes and suffixes. At a
, . » . /’1 . . - .

later stage of learnlng, the studeﬂt may also acquire b} dlrecL pract;ca

>

D

D ;‘k R .

) tercain stratpgies whie h enablée him better to S(arch for such inPerential
. cancepcs as the "main 1€§a "temporal sequence

" “auﬁhbr s intent 1

-

probabln consequeﬂce\ A aﬂdiyhe like.+ "Many -higher—level skills of read- .

. ing comprehension, it would appear, are acquired through the means of ex-

tended learning. They develop as a 'result of continuing experlence In »
H ) d
reading, aud dapenﬁvgpon the amount and variety of reading which iS done

Y. . s .

“ over.long pgrioda of time. . “ B &
. : : \ ~
- » . Iy . . - N ’
Impiicacionghfcr Teaching ° .
. At ! *
T * ) : t N ‘\ ~ N T A '
\ ' ‘ .This‘deg%giption of three skill.strands in reading and how they are most

has some implica*ions for teaching First, it‘means ﬁhéE_
N . :\ “ i' )
‘2 reading progh¥ “should have a continuing instructional component of the !

\.1ading from a pr1nted page " _beginning at a very early

A - \ N

S ~ A
A performatve of

J*”ty should bggin (as most reading primers do) with simple

"~ of component skills bjw

by éxtended learning. &;gctice whiéh invslves oral reading in the beginning

~ °

by questionhansweringa

» . * -
3
-

P A second and equally

>

:\frtant implication is that some skills must be
\1,3 . N
taught by direct teaching, bé@ause they cannot be dependably established by
. - R . AR o

- 1
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"~ incidental learn&ng* The skills of decoding fall mainly in %his categqryv

-,

N
»

Also, many new “sight words" need to ba. direc{ly taught at the stage of
-

- - .

nmg readmg as pracg;.ce in rfeading contihues mvre new {:ords will be*

° -~

lgarned lnClduntally Some ‘teaching of sentence csnstruction (oral) exem—
2 - N

cribed as "sentence and text, processing." Later, there appear to be -

N “. B *

some strategies of text interprecation which can.be aided by practice in
RN ) ) >, . .
question answering. To a large extent, however, the skills in this strand.

*

. Y ’
are acquired by incidental learning.

¥ Stages of Basic Skills in Reading ° | . .

- - »

. This review of4the research, and description of the teaching gituation, °

1 ) » N ) 3 . h
makes possible an estjMgre of the requirements of diagnostic testing in read- wf

LA

ifg. The aim is to provide a list of performances (instructional objéﬁtives) - *{\,

‘which>have a definite and specific relation t@"readingQ\ These }erformances

are either a part of the act of reading, and therefore qualify as ‘benchma?k~

h -

skills; or .they contribute as prerequisites to these components, as enabling

skills.

4 » .
»

In general, the stages of reading\gmployed in the list follow those des-

cribed by Chall (1978) as Prereuding; Stage 1,f{TInitial Reading; Stage 23

A
~

Reading Consolidation; and Siage‘B,‘Learning from Reading. We assume that
kindergarten instruction is normaily devoted to Prereading, or reading readi-

ness.  Stage 1, Initial Reading’competence, is assumed to be imparted in
~ * N

-

Grades 1 and 2. S;age 2, Reading ConSQIidatibn, or facile reséing, is attained -

in Grade 3. Fellowing this, beginning at the latest' in Grade 4, the world

r

ot readipg is open to the reader for Lear;{ng from Reading. His comprehension T
improves with practice,-and his knowledge ?f the world continues its vast

<€

expansion as a result of reading in a varlety of content areas.
g ’ ‘

21 _ ot

A |
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. Y
: ~Q0d1ng is an ESSentlal and’ continually valuable eapabll y of the good-raader' »
(cf. ﬁarrgll and Chall 1975) The inclusicn of decod ng~skills determines

the entire pattern of diagnostic testing, since it is‘\ st reasonable tb

o 3

’thlnk that theSE*skills are acqu&red at early stages; as enabling skills

>

for other re&ding activities.  If decqging skills are not assumed to “be ~i
Y EY » Al 1‘

<

necessary, as a #mg;l number %f investigators -maintain (é.g: Smith,&1977),
Lhe perfprmancés‘to be tested display ; quire différent sequence,:in whi9h~
- pr%nted word knowledge ;hkes On\greater emphéﬁié at egriiér stages. The
‘conSen§;§ of the gréﬁt mgjcrfty of resegkcbeis has been édo%ted ﬁ;feﬁ de-
- cpding skills are stressed at the .earliest stages of 1earniig to read.
_— ‘ In general ‘the objectlbes described for eauh skill indicate the ex~

- pacted degree of skill (how well or how much) for a perfbrmance measured .

at_the end of a school term. For example, the skills listed under the

*.Readiness Stage axe estimated 3% desirable goals for kindergartau, virtually
- Al ) < fS »

all kindergarten children <hould pogsess these skills in May or June of

their kindergarten jegr.‘ If they do not, they will not be able to learn

readily the skills Qh@gh are essential for the first grade. The estimates
N e B \: ~

are for minimal essential skills; naturally, many children will be able ;;
progress beygnd these stages gf ?eadiness. 0f course, diagnostic procedures S
> do ;ot have the intention of "haidiﬁ% back” individual progress in reading.

Children should be\allowgd to gain proficiency as rapidly‘as they can,.in

‘whatever grade they habpeg to be. Enrigﬁment‘activities in reading take ’

many forms, and are usually not difficult to provide. In their simplest

form,‘they~are simplry'varied language and reading materials that are of

interest to children.

Zwaw
&




. _ggadiness Stage” ’ : ) s
"Skill 1. Printed Latter Identification. The objective is: . Giyen-a o

ES *

display Qf printed letters (capital and small) in large. type, one by 6ne;

. identifies each letter (a} by calling 1td!ﬂame, and () by matching its

N

upper case and lower case forms. This objectlve needs to be attained to a
"nastery” levél, and to be performed withouyt guessiﬁé or hesitation. The

assessment of (a) must be ‘done for 1nd1v1dual chlidren (whether or not they

-

hre assemblad in groups), since an oral respense is required. The Gb;i\‘

portion can also be doné individually, although a paper-and-pencil form
,\{ ‘\ .\ > > ‘\
appears to W& feasible. Correlational studies continue_to reveal relation-

~

- ships between letter naming and reading progress (Chall, 1967; McCall and
. MeCall, 1969)N The child must know oach tetter's fame in order to recelve
e

~
-

and understand further instruation
¥

-

Enabling skills. It is'not expected, of course, that kindergarten

children will be able to perform Skill 1 at the time of entry into this

A ] L]

grade, althonbh some will. 1In fact, the inten;ion is ;p indicate this skill,

N

L 4

and others .under each heading, as minimal exit ikillé for the respective

4
AY

stages. A number of enabling skills need to be assessed, fepresenting

1

earlier stages of "readineé{lj and implying the kinds of instruction needed.

Subskill "1-1. Given printed letters (upper and lower case) in large
type, displayed in random order, matches each lette? to a designated sample.

. Subskill 1-2. Given printeé letters (upper.case) in large type,

matches to its lower cyse form (or vice versa).
AN

' Subskiil 1-3.. Given printed-letters (upper and lower case), displayed

)

L

B

‘one by one in large type, names each letrer.
. H] .

- e

-
]

T
=
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. Skill 2. _Lettef Sound‘ldantgfication, The obgective is: " Given printed
§horﬁ wbidé whi;h are méde reagily fecogn%zaﬁle {by pictureg,or in oral p?rasgs),
pronauncas~cha‘§qitial comscna;£ or initial short ycwel with émﬁhasis,'along
with the rest»éyfhgrd (E&amples: r~r!§haké, a-a—-a-m) . Thé intention df this

‘objective is to assess whether the child can say, the sound of each COﬂ?bQﬁnt
&

and short vowel. It is ggneraliy considered desirable that this skill be.

\ . ~ . v

tested in such a way that the letter to be pronounced occurs in a word con-

text. Of course, the words chosen i;r the task should be those which reflect

the most highly probable letter sounds WhOt the exceptiena& ones. ) "

L

Subskill 2-1. Sounding Letters. The cbjective is: Given lower-case and

>

AN

upper-case leccers displayed one b} .one in large type, identifies each by its

»

modal sound {The intention here is to have the child say the most frequently

eccurring sound of each”letter; for vowels, this.means the "short" sound).

. -
* N

\$6me reading programs strictly avoid teaching children to say the sound of

individual letters. Often, the reason given is that each given letter seldom

N
~

represents a single sound in English words. While this is undoubtedly true,

we do not consider it a valid reason for aveiding the teaching of a modal sound-

~

of each letter at an early stage. Variations in this modal sound will likely

-

~ be encountered later on during the reading of text, and these can be acguired

v

incidentally as whole words are learned. . .

" $kill 3. Oral Word Knowledgé. The objective is: Given short incomplete

. . 3 ] -0 ’
sentences spoken by the teacher, completes oral stdtements of the sentences
using appropriate nouns, adjectives, verbs, and propositions. The situation in
which the incomplete sentences are te be presented may include pictures, dga-

>

grams, or rsal objects. In adwministering a test item, the teacher states an

2

»

incomplete sentence such as "John is riding on a . »'' and asks the child to

-

ccmpleté the sentence by supplying the word ( cgrre3ponding‘t0 a picture of

‘John on a bieycle). In a variant of this form, queétions may be asked, such as

v
D 4

* N
o Y Y

"W
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' "What is John doing?" Usually, nouns are easy. Emphasis should probably . . .
N be placéd on verbs (e*g,{~cpen, close, raise, lower) and on prepositions
. » . R N -
. (e.g., above, below, before, after). Stress is given to these relational i S

concep;s in prég;ams such as'thg_ggehm Resource Gyi?e‘for Basic Concept . ‘
. Teachihg (l??é)i-* . o > ; : ?\  -

’ It may be noted partiéulagiy‘;hat stand;rds for this assessﬁgnt cannot
R be stated with assurance, although-some estimates are avéilab;e. wOrdg . \ !

wvhose meaning -is to be understood should surely include (1) words likely -

\ Kt bt

to be used by kindergarten and first grade teachers in giving instruction;

»

and (2) words contained in beginning readers. Varigus médern revisions

of the "Dolch List" (Buckingham & Dolch, '1936) are currently available

-

(Kucera and Francis, 1967; Taylor, Ffaekenpohl‘and White, 1969)..

»

Engbling skills. Skills of the enabling sort are not usually iden-
N ) - \“\ ) N ) ) ‘. R

rified for Skiil 3. . The child's vocabulary of meaningful words continues

te grow from the time-of his first.utterance. Obviously,QtQp,\chiidreg

learn:from an early age to reépond to simple oral commands. Somgtimes, the . -

testing of this capability is suggested.

Skill 4. Making Oral Senteq‘lﬁ) The objecﬁive is: Given three

orally identified words displayed in print {generally, two-nouns and a verb),
’ »

states orally a sentence with proper arrangement of actor, action, object

3

. (recipient) (location). The child's use of basic rules of sentence Form-

Y

ing is being assessed by item$ of this sort. Such a capability is directly

involved in the predictiocn cf English communications, including the "'read-

ing ahead" that 1s a feature of later reading comprehetrsion. At this stage, :

L)

4

relatively simple sentences should bea emploved for‘tesfing.a

a

> Enabling skills. Many children will perhaps show their mastéry of - S

2 »

Skill 4 quire early in the kindergarten year. For those who do not, it wmay

be necessary to test one or more enabling sKills. \ Lo -
N ‘ . N \
: . 4 N .5 ::) . p "
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Subskill 4-1. - Given a single word (verb or noun), states a’ sentence
» . N . ‘u ~ . »
) Jincluding the word. > L )
o Subskill 4-2. ~Samévas Skill 3, Oral Word Knowledge. ;
- . N “ * -\‘

whila other enabling skilis are }nyelve&, they are quixe simple, and >

-

. usﬁallx do not have. to be tested. Obviously, the.child ‘must be able to use.

- . o , . \ :
known English wards in simple sentanées, as evidence of a "production
“ ‘ ) . Y ® N N i " LY ‘ -
T vocabulary." oo . . g . Co
; & ;(:~ . : ‘ -
< } Initial Reading - Grade ol ~ e -

The following are estimates, derived from various Scurces, of skills to

e oo be attained in the first grade. Some pupills may possess these skills upon

-

entrﬁ.\ Virtually every child~§hoﬁld be able to perform these acts without

» -

hesitation by the ‘time he or- she is ready to leave the first grage.. It may

»

‘. i . .
i (Chail, 1967) are to be given initial emphasis,
,\V‘\ . . k4 :
- . . ; . .. *
Skill 5. Sounding Vowel-Consonant Combinations. This is the essence

be noted that this statement involves the assumption that "synth;ggc phonics” -

A - >

- . of decoding skill, and it obvicusly involves the‘Plending of letter combin-
o ~ N R M ~ . - . r b i‘ N
ations. The objgftive\may bé stated as follows: Given displays of printed

~ A - r

VC and CVC combinations, identifies them by English language sounds.' The

- - - * N 2 > N >
entire range of such combinations which occur in English constitutes the

»“‘ domajin for test items\(Fries, 19637 Fry, 1964). 1In the selection of items,

. "~ . . attention needs to be given to the frequency of phonic generalizations, in-
° - - ' . »
N ~‘ . ' M Ky N ‘ i
. ‘ cluding those pertaining to consonant blends, the silent final e and others

Y
~

Civoer, 1963; Burmeister, 1968). . Testing must be individually done, since

1

» o

* letter combinatidns should be inmaaiate"énd without hesitation’, to indicate

Qpprppfiate magstery of the bleeding skills.

Y .

C ' Enabling skillis.* There appear to be some prerequisite blending skills
which make the learning of Skill 5 an easier task.
N : v

: : . ‘ 0,5
“a \‘l . ""r)

- ERIC ‘ ' '
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“SubskillkS‘li Giyven oral pré%unciétion of éhe‘idﬁividgal letters of
printed VC's and CVC's ih unbien;eé fofm; pronounceg‘ghe‘tomgina;ioh in;
»b}ended‘formi (Example: feacher\says lal.../b/; cﬁild%says /ab/). Tﬁis
is a simp;;r blending‘skill, cf§en,use§ as aYcriterion exercise’ during.

f‘the té§ckiﬁg of S%}ll Yy o : ‘ Ce . .

hd ?

- “ - Subskill 5-2. leen vcwel—x_onsonant comb:matlons,*spokeh by the teacher,

o

rd

-

3

matches them with appropriate printed fcrms (orx Wlth parts of prlnted.XDrds\

- ~

Iuems of thls SCrt: are not uncommon in avallable diagnostlt(gests, probably

»*
»

becapse they levd themse;ves to a mulblple~cholce format. -

T oeman w" ~ . ®

Subsk"ill 5-3. Letter Sound Identification.. This is SKill 2.

N R ' . : »

Skil¢_6. Using Oral Sentences. Given a displayed picture, diég;am, or
attusal event) describes the depicted agent, actioﬁ; object, recipient, and

location (as appraprﬁate), using complete sentencaq Lhat is being assessed

o

- is ‘competence in producing whole sentences of proper syntactic and semantic

e
form. Note again that oral responding is requlf%d and that group testing

E

techﬂiques cannot be substituted This skill contributes to the "forward

3

prediction” of seﬁtence meaning in the reading of text.

Enabling skius? __— ‘ %
w\““eté‘v“#”c{tgﬂ”

I S L AR
Subskill 6-~1.) Given Short oral- sentences spoken by the teacher, answers

\nv‘ e N -

+~ wh- questions by naming the agent, action, objett, recipient, and location.

. * + o 7
- Sentences should be relatively short in order to avoid the influence of

memoty limigations. Again in this instance it may be noted that this is

'
* 8 >

A -

® -
merely an enabling skill, since the responses required may be-only single

words rather than whole gentences. .
. .

Subskill 6-2. Making Oral Sentences. Same as Skill 4.fi -

e

Subskill 6-3. Ordl Word Knowledge. Same as Skill 3. -
> ot ) h :
- T : : . .
: d \ :
\\W\“f" ¢ . » 3 .
- ¢ 9 y x .
- __' ~ ( a\ ~ ¥
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4 ‘ 5kidll 7. Printed Word Knowledge-l. Thgaobjettiye is: Given printed

-
- N -— . ~ -

* : .ﬁnuds from a list of 200-400 high frequency. words (e.g., Kucera .and Francis, .
- . . Iy

i - -
.

4 1967), displaved one at’a time,;n?mas‘thé;word orally, and identifies aun \
H ¥

. associated word or phrase displayed in print and spocken by the teacher.

Essentialkly, this objective is a description §f "recognizing printed word mean-
» N ‘»
ings.” The suggestion is that it be tested in two ,stages, first naming orally |
“ ”~ . A . ,\‘ i AT * H
the prinfed word, and second, choosing a "definitigk” from several alternatives.
If the first stage cannot be’accompiished, then the relation of the+second to .
the act of reading is tenuous. , Note, howkver, that the "definition may _»
: . T . o o ¥
" be very loose, and is perhaps better described as an "associated word or phrase.”
. S ‘ .- ‘ ‘ SN
" “Alternatives te be rejected ("misleads") should be grossly wrong. )
» »‘\ * A * . v
?; nerally speaking, the number of printed words which K

RN

»

can be identified in print may be expected to increase from the zero point in
0 v
a continually ipcreasing fashion throughout all the phases of beginning veading. ”
| 42‘ ‘ L - | e o Jo. S
" : \ Thus, the -humber of printed words .to be learned in earlier years camnot be
Lo . - - « ; » ’ . ) » *
L] , specified exactly. Obviously, though, these previously learned printed 'words
& -

]

»

-
-
-

have a cumulative "enabling’ fungtion;
i ® x v
L : Subskill 7-1.  Identifying Word Medning. The objective is: Given a

&
s

A

~ . -

) . word (from-a high {requency 1ist) spokeu by the teacher, identifies an appro-
: priate "definitional phrase" in a set of printed alternatives read by the tea-
- : v P

. cher, the misieadg\ip the set being grossly wrong. This enabling skill is

obviously .a part of Skill 7, the other part being oral naming -of the printed word.- -

o Subskill 7-2. Oral Word Knowledge.. Samé ag Skill 3.

»

ol
Skill 8. gﬁéhtifying Printed Sentences. The cbjective is as followsy .

o

-

r_ N . N
Given simple pPinted sentences "(without dependent clauses) with words in

S

. N L ]
random order, orally states (alternative: print§) complete sentences in proper

. -~
© » » - »




-
*

order‘GVogel,"lQQS; Weber, 1970). Sedtences should be resonably short. This

“too is a "procuttion" -measure; choosing corregn éen tences from sets cannot be
N ’.\ - S

legitimately Substltuted If children have learned to print, writing out the
sentence can be amployed However, it would be preferable fcr this test not

to be c\/ aminated by competence in printing, if thare is any dcube about

o
the latter, Ancther method woul& be to number th wofds and have the children

record the corract _order by numerals. Best of all, probably, is ora fespond~
Rt ing. In general, the sentences shauld be compo$ed entirely of words that the.

ﬁhild already identifies in print. It will be evident that this sk111 makes

}up part of the strand ;f ”meaning.predictioﬂ as discussq&»by such writers as

"Smith (19”3) and Goodwin (Ib?O)

Enabling skills.

Subskill 8-1. Same as Skill 6, Using Oral Senténces.

Subskill 8-2. Same as Skill 4, Making Oral Sentences.

' \ ! /
Subskill 8-3. Since the sentences of Skill 8 are to be composed of

Ly

reécognizable printed words, Skill 7, Printea Word Knowledge-1, is a prerequisite. * Rt

Skill 9. Spelling Patterns in Words. The objective is: Given single-

syllabig words and single-syllable.word enéings (at, mat; sun, run, etc.), “.
sounds them with their "most likely" pronﬁnciation. This is a céntinuation of
assessement of\éa§oding skills, with emphasis on the reguiarities of Englisﬁ ‘
word components semetimes called "spelling patterns” or "phonograms." Examgles
| include onei§yllable words ending in vowels (no, bo; my, shy), closed syllables
(sit, hit; but, nut), and w;rds oY syllables with vﬁwel blends (boat, soap;
nail, pall) (cf. Burmeister, 1968). This is another skill that should bé ’

. ithibiteﬂ with promptness of responsés.whethe¥ or not the words are familiar

« 1a their printed form. Produced responseg are required.

N



Exabling skills.

¥§ubqkill 9-1. Given sets of printed words, seléa§§ a8 word- from an yn-

»

- familiar set which matches the vowel séunﬁ in a familiar target word. Example,

-~ -

fﬁé target word slit is to be matched in vowel sound to the unfamiliar word

-

(snir}. This is é'fair;y:p@mmon form of group-test. > It may~beremploygd to

assess a prerequisite skil}, but it does not substitute for Skiil 9. \ :

>

; L% ) " e : ‘ i
. Subskill 9-2. Same as Skill 5, Sounding Vowel-Consonant Combinations.

Skill 10. Oral Reading. The objectlve i1st Given a printed text composed

at least 90% of words already idencified (Skill 7), reads successive sentences

- !
aloud, without hesitation, and with appropriate emphasis; stops, and inflec-
‘t::}cms. The test whi? reflects }:his %ibjezit‘ive assesses the abllity to compre-
heond series of meaningfully c¢onnected sentences, and to make éhe méaning
"so;nd right' orally. A test of oral reading carries a particular role ;mong \
diagnostic reading tests. On the one hand, it partakes of‘é number «of di%feredt
component skilis, combined intb the total act of reading. On\the‘othéi, oral® |
4; ‘ - reaq;ng is itself something 1ike the competency Whith is_the ultimate goal
since if done properlv it 1nvolves 'reading with comprehe;sion. (This is
of course not to _say that oral and silent reading are equivalent tasks)

Oral reading axer“ises present opportunities For diagnostic suggesticns e
by the’ tabulation: and analysis of miscues (Goodman, 1970). A number of
different systems of miscue analysis have been proposed (Spache, 1976). 1In

. . »
terms of the present report, i;twould appear that three priméry questibns nay
be addressed by oral reading exercises:

* . (1) Does the error (word oy syllable substitution) indicate diffi0u1;y
with phonemic éncoding\("decoﬂing“)?* o ‘ -
(2) Doeé the e¥ror indicate inadequacy in printed‘word recognition?

{3) Does the error indicate difficulty with the construction of sentence

meaning?

su
?

~e ¥
-’
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* Speéific techniques of assessment of these and other types of reading \

difficulcies are descridbed in connection with the various specific systems of

testing oral reading. N - ‘

N ‘ w Nal X 2 -
¥ function "of oral, reading exercises, both as modes of instruc-
. .

tion and testing~'is‘tha establishment and assessment of several kinds of

he™

{
in oral readins, assumad to be a continuing part of any ~ood reading program,

provides succ e331ve occasions durmnb whlch some relat ively simple, although
important, skills pertaining to the pgrfotmance of the reading act may be
acquired. In;luded are such-basic cnﬁ%epts as (l)ytha sign functiog of printed
symbolq* (2) the message f&hction of written language, (3) the denotative mean-—

b3

~
a -

ings of ‘words: among Others(cf Powell etal 1977).

’ Enabling skllls. The integrative nature of the task of oral reading suggests
that &nabilng Siyklb for this performance come from three "strands" of skill

develapment: phonological coding, printed word knowledge, and*mtaningfnl sentence-—

»

using. )

~ -~
»

"Subgkill 10-1. Same as Skill 5, %ounding Vowel-Consonant Combinations.
7 : :

Subskill 10-2. Same as Skill 7, Printed Word Knowledge-Ll.

¥

Subskill 10-3. Same as Skill 8, Identifying Printed Sentence gzgderw

Skill 1i. Tdentifying Phonlc Syllables. The objective is: Given printed
‘ ‘ . . ‘
multi-syllable words (colifidence, circus), identifies division of words in

N «

accordance with the rules of phonic syllabfgation. The most generally appli-
cable rule approprféte to sugh a test is th#t every vowel or vowel cSmbination
mean§ a‘syllable (with the exception of "vowel-consonant-e' ending). Two or
thr&e}additiohal rules also have high predictive probabilities for pronunciatidn
(Clﬁmer; 1963; Bugmeisfer, 1968). This skill is a component. of the decoding.

of multi-syllable words, since the "letter pattern” to be ;ounded must be (

\

ldentified before sounding and blending of the whole word can readily eccur.

Assuming the words are (orally) familiar, this skill is often measured by means

a 31

_ reading skills which appear to be best acquired by incidental learnlng. Practica"},/\

.

of
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of a“multfble choige test. Requiring*prodﬁcgd responses which mark the
syllables (cir/cus) is ar least an equally good testing meth@d. It hae

frequently been noted that what are here referred to as fphshic syllables”

do not always correspond with structural or "written syllables.”" Learning

2 .

syllabiéqtion rules for writing must be.considered, therefore, a distingtly o

different activity.

Ititial Reading - Grade 2 , : s

LIn lagge part, the skills of initial reading competence in Grade 2 are -

£y

continﬂﬁtiOQ§ of those of Grade 1. The dispiﬁctiéa in minimal standards

between the grades is somewhgt Erbitrary at:thé‘present time.‘ It also de-*
pends upbq decisions about‘priqrity.in emphasis. For example, \clvec:f:ozfl:Ln:L;;JP

- skills may bé given priority in Grade 1 over recognizing printed words, or
the reverse may be the\éa;e, The‘results in eithe; éasg are predictabley

in' one case, children will master the decoding of new words but possess a

relatively small "printed word vocabulary," while in the other, a lérgg
. ,!g - * .

numbef~cf recognizable printed words will be accompanied by as yet:undevelopéd

ways of attacking unfamiliar printed words. The former choice is assumed
T

in the current-report. Whichever choice is made, however,.there can be no
ke |
r . .

doubt trhat Qoatinuing development of all the skills is essential for the

ultimate attalnment of proficient reading.

Skill 12, Sounding Multi-Syllable Words. The objective is: Given

-

printed words with regular (pfedictable) spelling-sound correspondences

{e.g., continent), states the words aloud as a totalgunit, without hesi-

-

~

tation. The assessment implied here is Ebat the child will say "continent,”

fot "con-ti-nent.” In other words, the items téét}multi~syllab1e blending,
A“l“ ‘\\;‘\'~ -

as well as the modal pronunciation of the 1ndividﬁal‘syllaﬁles.

-
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Enabling skills,

Subskill 12-1. Given a printed word containiag a'pattern of letters.fo¥m-

‘ - o .
- ing a common English syllable-sound (as ske in make), and instruction to form
cther words containing the same sound cgm%ined with a designated letter (as,

. bake) states the newly formed words orally. In a common form of paper--pencil

test, the pupil is asked to select the matching word from a set of alterna-

tjves. The Englishlsyilabie sounds may be those that occur at the end of
= ' - \

words {e.g., ite), at the beginning of words (e.g., sen), or in the middle

of words (e.g., om).

.

P Subskill 12-2. Given a syllable spoken orally by the teacher, éélects

/
the printed word from a set (of four) which contains this syl abie. This is

-

§a fairly ‘cormon kind of group mu1L1p1e~ch01¢e tasgs'which may be considered

* ~ N *
?

*a prerequisite to Skill 12.
N

Subskill 12-3. oame as Skill 11, Identifyiﬁg Phonic Syllables.

¥

Skill 13. Printed word Knowledge-2.. The objective is: ' Given a printed

- Al ¥

list coustituting a sample of 3Q0~1100 orally familiar words, reads them

aloud and scate% a relévant associlated phrase. ‘%ﬁe proper number which is
N si’ -

..)'
to represent the child's "sight vocabulary" depends on the reading program

b;§%g used. Some programs introduca”gg;.sight words at a faster rate thanm

others. Words on the Dolch list (Kucera & Frances 1967) may be con81dared

an absolute .minimpm. The words shculd be read off without hesxtatlen, and

"defined" by mean§\:f a relevant associate phrase (as, for examplé, f“QEiﬁ
"makes you laugh";, enough: "I've had enough").

Fnabling skills. Enabling skills in this instance simply refer back to

word kd%wledgé skills which have presumably been artained in previous grades,

Subgkill 13-1. Same as Skill 7, Printed Word Knowledge-1.

Subskill 13-2. .Same as Skill 3, Oral Word Knowledge.

»

- N

:
o

"
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AN

iven sets

However, the relations between parts of sentencqqﬁfanaphora) may have CO,?Q

inferred (cf. Dav iq, 1968) Alternat vely, “39§tives may be: selectS‘“w
BN

- ) \;‘5\\ S :
appropuviate answers to printed wh- qnestlons.~ In c&*iilrst rcrm assessment

must be done 1nd1v1dua¢ly In the second multlpie-c“

dce group tests may

be employéd. Assuming that the child has in fact masta@gd prerequisite ob-
‘ \‘l

‘~jeccives,,sucp as Skills 7 and B, the second method of tgg@ing (paper and

penrll) dbes not seem 1napproriate When there is doubt hbﬁut the pre-

S~
requisite skills, oral tustlng would appear to be a hetter aggroach

‘What is bulng tested in tﬁis case is basiec comprehension;dkill in its

~ ‘\\k
a

‘total, or "integrated" form. 1Its attainment indicates that pr¥ Egd Yexts

N

*

have been processed semantically, so that paraphrasing reflected}gi

questions is not ap obstacle to correct responﬁing.‘ﬂ

Cot | | T S
Enabling skills. Subordinate skills are those that have previougsly been
\ - . ) ‘
attained at earlier stages of instruction. *
~ R ‘s’

/ Subskill 14-1% Same as Skill 8, Identifying Printed Sentences.

Subskill 14-2. Same as Skill 7, Printed Word.Knowledge-1i. QEL

Stage 2. Redding Consolidation (Grade, 3) N

Once the child has acéuired the skills oB Inigial Reading, he possesses
the basic capabilities which will enable him to become a highly competent,
“gbod" reader. To make this progréss, he needs to practice the skilis he has
agquired)‘aiming fér coﬁéolidaaien, fiuency, and. somewhat greater speed in read-

” N
ing. Instruction in the third grade normally hag these aims, and makes use

N L N R ‘ ‘
of greatly lncreased volume of reading assigonments in story books and other

3

printed matter. ; - -

‘f k¥ T

. . £
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»

Skiil i5. Identifying Literal Content. The objective jis: Given a
) !
primted paragraph on a familiar topic, composed. of sentences with not more than

one subordinate clause, ard possessing one main and oune or two subordinate
N - .I '. ‘. ; 3 -
themes, identifies paraphrased sentences expressing "main idea” and "subordinate

v

details."

»

Here we have a very common kind ¢f "reading comprehension” test,

asking the cthiid to categorize the meanings of sentences in a text. Although -

Es
t

oral rvsﬁ%nses could be requi?hd, the necessity for them does not appear to be

>

pf@sgﬁng.* Assuming that prior skills have been learned, at this stage the child

may be asked printed questions an given printed alternatives in ways which

S o
probably do not:contaminate the asdessment of his competance in reading.

*

Pyesumably, cthis stage of development will be attained at the end of Grade 3

by Virtually all children. Although fairly high correlations are to be expected

between this skill and "academic intelligence,” it is generally comsidered to

. j N . \ . . ". ..
b€ an indication that comprehension has attained a reasonable state of develop-

ment. The test asks the pupil to make.the kind of immediate inferences ahout

v

. - * » Al
the text which are meaningfully conveyed by the text itself. Ttems in this

a

category should studiously avoid cvalling upon "world knowledge' which is not.
- . ' " '.’

) 3 s 3 y > 3 1 » L]
tontained in rhe text. It may be noted that a different kind of "inference

question calls for the identification of anaphoric reference from one sentenee
: ;

ar sentence part to another {¢f. Davis, 1§§E}ﬂ,

Eggﬁiiggﬁigigls. Subordinate skills of comprehension are these which have

been attained. at ear]ier stages. )
' > , E ) " >
Subskill 15-1. Samec as Skill 14, Factual Question Answirlng.

— ¥

wSubskill 15-2. Same as Skill 13, Prgnted Word Knowledge-2. -

4]

. Same as Skill 10, Oral Reading.
. ‘

Skill 16. Faclile Oral Reading. The cbjective is: Given printed para-

. * ’
graphs of Icw'g;nig%tic complexity, containing familiar printed words. and up

to 10% unfamiliar words of regular - spelling, reads orally without hesitation.
»

s
N
N 1

<



«
Essentially, this task tests bq@h sentence structuring and decoding skills
using printed text. The pupil should at this stage read orally with réaf;

.~

sonable speed and with appropriate inflection coutrolled by punctuation

marks. If decoding skills have been m;stered,\he é%euld not be sipwed

- @

appraciably by words that are regularly spelled but-unfamiliar in print (e.g.,

-

a word like transcontinental). .

*

o Enabling skills.

w

Subskill 16-1. Samé(as Skill 15, Identifying Literal Content

" . Subskill 16~2. Same as Skill 13. Printed Word Knowledge-2.

Subskill 16-3. Same as Skill 12, Sounding Multi-Syllable Words. -

. ‘ ' . Skill 17. Inferxing,WBrd Meaning from Context. The objective mayhbé

stated as: Given printed paragraphs‘of\sentencgs with moderate gyntactic

+

complexity, containing unfamiliar words (e.g., "laster”) whose meaning can .

be inferred from the context, states a simple (apprqximate} definition.

b 4
.

"y

Ca This is a skill which may be considered an essential part of‘whatgiS‘maant by

: reading comprehension. The use of jprinted multiple-choice items is not in-
, 5 P

. - {Note, 5owever, that unless such skills cdn be assumed, a printeg\text iy
not appropriate, but completely invalid).

Enabling skills. | o

Subskill 17-1. Same as Skill 15, Identifying Literal Content.

Subskill 17-2. Same as Skili 14, Factual Question Answering.

Subskill 17-3. Same as Skill 13, Printed Word Knowledge-2.\ , \
. | Subskill 17-4. Same as SRill 10, Oral Reading. ®
‘ -
= -
w
-
L] {' N S

appropriate, provided that decoding skills (such as Skill 15).can be assumed.
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Skill 18. Word Meaning: Suffixes and Prefixes. The gbjective is:

Given familiar roo®™®ords (e.g., consistent) and a printed sentence containing
. ~ b :

- -~

a blank to be‘filled§ supplies tha‘gfefixed word to complete th? meaning -

(Example: %People whe change their minds many times in a few minuﬁes are

e ;
N N b N -

said to be. > ). Or, given a familiar printed word (e. é , hoge);
7

X
-

- and a pri?ted sentence containing a *blank, supplies the‘suffixed word to

i : : . A

complete the meaning (Example: A person who has hope is ~ ), Children

oo 1 e vm

\-.-..v o
‘should be able te show that they have acquired this skill in a generalized

o : .
sense (that is, sbethat cemmonly used prefixes and suffixes can{be uged with’

!
any appropriate root word). Competence in identifying common affixes makes it °
) ; . ‘ . :

‘-K~passib1a for pug&ls to extend their printed word vocaﬁhlary in such a way that
N /

\thg megning of many new words can be readily estimated within sentence contexts.

]

N \\ . g,! [
Enabling kkills. . !
Subskil%’lsﬁl, . Same as Skill 17, Infer Word Meaning from Context.

. N : )
Segmkill \18-2. Same as Skill 13, Printed Word Kmowledge.

N

Skill 19, ?tinted Word Knowledgg»B The bbjectgve is: Giveu printed "

text constituting a\Sample of 1800-300@ orallv famlliar words reads them

aloud without he31tatlon, and states a relevant associatgd phrase (i.e., a

N -
rough "definition"). This gkill is simply a continuaiﬁbn of Skill 13, and
axtends the range of words to ‘be recognized in print;f Again it is the case
» \j‘i
that the size of this vocabulary varies with the reading program in use, and

™~ . ~ s~
: . R

the range indicated may.be considéréﬂag lowagsfimate.

Enabling skills. . ) ,

Subskill 19~1. Same ag Skill 13, Printed Word Knowledge-2.

Subsk{ll 19-2. Same as Skill 7, Printed Word Knowledge-1l.

Skill 20. Iﬂentify Thematic Content. The ijECtij? is: Giveg\ifinted.
paragraphs, composed Df sentences of moderate complexi Yy answers questions ’

which paraphrase ihe.&ontent, and require infel;hces, concerning such matters
. - hd \ aw R

.
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'« as. "main idea," "author's intent,

-

I .
X

" "srobable cause,” "predicted events,”

*

‘etc.sThere are many .tests which assess components of reading comprehension

»

_in these various ways. As shown by the high intercorrelations of responses

-

to different question tyvpes, they do not measure separate skills. In general,

the questions should not only be paraphrases of the text; but should also

»
- »

require inferences about events or relations which are not directly stated.
Tests ‘of reading comprehension often are made up entirely of items of

A -

iﬂk@,sort\L’While learning exercises which incorporate inferential process-

hd - Al

ing must surely bg valuable, the dependence upon this kind of item to

assess reading caﬁprehensibn seems overdone. In particular, the following

MR 2
H

points.may be noted: ' 3
RGN as{a\matter of content validity, it is not clear that under-
N - w
‘standing printed text (such as newspaper stories) actually in-

volves éuch activities as "identiffving ghe maiﬁ idea"}
(2) success in aﬁsvering such q fons is in fact hiéhiy rggateh

te the prose density of the reading passages employed;father

N A N N ' A] \ LN
than to the tyvpe of questions asked; - )
(3) inference questions appear to provide-only an indirect measure toL

e -
a

‘g .
of what many scholars identify as a critical feature of reading

couwprehension, namely; "predicting what is to come beforé‘it_is .

re.g_\d*z (cf. Smith, 1976). L 2 . Lo

I

Accordingly, Skill 20 is - included with some rational wmisgivings. How-

' » : 4 > ’ ¥ 3
ever, its highly frequent occurrence in reading comprehension tests justifies

s

its inclusion as a "skill” in the sense here descriyig. Actually, the

N

N . . * - N 1
~test items themselves are bélieved to assess a set of strategies of question-:

-

+
A
H

»



ansﬁering, pn which some practice may profitably be éiﬁ&n with-che aim of im-

\
» : 3

proving ‘students’ test- takﬂng perfo{mance,‘

ha

Subskill 20-1. Same as,?k:ll 19, Printed Word Knowledge. ’ .

*

Subskill 20-2. Same as Skill 18, Word Maaning-Affixes.‘

Subsgkill 20-3. Same as Skill 17, Infer WOrd Meaning fram Context.

-

Stage 3. Learning from Readlng (Graae 4 on) S ,

», . Y

At this stage, the pupil should be what wmay be called a "journeyman reader.”

Y o

Perhaps thu best s*ngle indlcator of thls dagree of competence would be the

stugent's abllit} £o read aloud an article from a: publlcation llke Reader's

A\ ~ [}
Pk,

C Digesc ~wichﬂut Hesltation, and to state 1n "owﬂ wcrds” what each paragraph says,

L
.y ‘.

”his is a- descriptlon of what may ‘be preﬁted ‘at 1he béginning of this stage of ”~

hY

r
.

reading' he v i ' > N . * L) K J . 2 At

L Provided t}‘:_he t;k:.lls praviously described have been mas::ered it does

not appear posslble to "di agnose ‘any further deficiencies, excapt in verv

¥ ] \

a unusual cases. ‘Althaugh test%iof reading c0mprehension continue to distinguisb

. . B B . - »
? - N . \_"
’

-‘such~éasks as ”identifving~causeTand éffeﬁtV"\"identifying the aﬁthor‘s intent,"

\ g ;~,and GthETS of this ganeral sort these cannot be’ considered to bes separate skills.
Low scorlng on Gne oY another af these tasks is not diagnost;c of anything ex~

‘Jcept readlng comprahenslon in ganeral (unless it be general intelligence, with -,

t

which reading comprehension scores ‘are highly vorrelated).
~ . What is happenmng at this stage is that the feader so long as he con-

tlnues to read new and varled passages, iq galning additional facilltv in the
A . .

activity of reading, while at the same time he _8ains new knowledge of "the
world. Increasing tompetence in raading, at this stage is most readity

measured by readers"ability to ce?prehend pringed prose characterized by
. - : o » '
increasing complexity or syutactic density. Although few "scales™ of complexity

N . . -
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. of. prose writing are avallable, the contrast between the prose of Samuel \\\\
Clemens. and that of Henry James’illust:afes the meaning of this concept. The

- 3

. ©  capstone skil¥, then, is really a complex of skills and strategies that the &
- Jearoer has acquired through his previous imnstruction and reading practice. ST
. i It is called siﬁply, Reading Comprehension. N ) ‘ G;w;;w“fbw e T "
"‘Ai ' . Skill 21. Reading Compreheénsionx. The objective is: ¢ Given passages .
. ) R ] ‘

- of printed text with words removed (for example, every fifth word), completes -

an acceptable meaning”of the text by supplying these words. Alternatively,
e N - .
v Fi ’ ) -

1

Viéehti§ying“ can be used for "supplying," making a variant form of the test

N " with'a multiple-choice format. This, of course, iswa description of a "cloze" -
" | ~ P

test. of reading comprehension, which seems to manyfipyestigators of reading

. to be the best criterion measure of ¢omprehension. At any iate, the rational

- . \ ~ »

”

justification for the cloze-type tests of reading comprehension would appear
: \ B . .- 2 o»

-

- . \» ,‘ R . . - \ -
o to greatly excel the rationale for such tasks as "inferriné\author?s intent,"

. or "identifying the wmood of a passage{" Jt is h5ped that the ciozq format p

. ~£§will gain wider acceptahce5and ugage in the future. '
A systematic beginning‘fcrtdiagnosis can be achieved as indicated.in the

N ~ N A \&

f . following descriptions. )

v

‘Sd@skilléil—l“ Same as Skill 20, Identify Thematic Content. Thig test 3

will indicate- whether the comprehension of‘?otal\passages,iand the application

v

of inferencq;strategies to text, are being accomplf@hed satisfactorily. = .
These skills have their ena&ling skills in 21-3 (Identify Literal Cohtent3

Skill 15),which is related in turn to Skill 14, Answer Factual Questions..

-

w




A .

> NN N -

Spbskill 21-2. Same as Printed Word Knowledge, Skill 19. Word knowledge

is a second major strand of competence %h%t may be invoived in reading com-

preheqéians Inadequate performance means that the learner has not learned to N
. "~ ) \ \ ; -"”J .
recognize sufficient numbers of printed words. If this is $0, his comprehen- o
I ™ c
‘sion is‘being‘slcwed because he has ro puzzle over words, rather than.
recognizing them immediately. Further diagnosis can proceed to Skills 13,
and 7, in order. \ ‘ . : ' R A

:
LN - AN

Subskill 21-3. Same as Sk111§15 Identlfy Literal Content. An imade~ .- 2

l LN N i

,quate score. on this sk111 implies ‘the probabilitv of trouble with "semantic
encnding;” That is, the difficulty the student is having is essentially.one
of matching meanings in paraphrased forms cf sentences, - Further diagnosis

can be accompllshed by using tegts of enabllng skills beginning w1th Skill . .“\ SN

14, Answer Factual Questions, and proceeding EOvSklll 8, Identify Printed

Sentences. ’

»

, Sibskill 21-4, ‘Same ‘as Skill 16, Faciie Oral ‘Remding. The. diagnostic Ca -

po&"ib1¢1C1e3‘ cE oral reading have led to the development of a number of

e el )

spec1fic tests such as thase oﬁ Spache (3972), Durrell (1055), and- others~

- -]

A review of thase, dlagnostic‘principleg is gavan by bpache (1976) Errors
) in crai readxng may indicate inadequacies in decoding -skills (Skill 12), in-»
prlnted word\kﬁowleﬂge (Skill 103,‘cr in the structurlng of . sentences ASkill

>

\‘{§)&~ Further diagnosis may be accompliqhed by using tests of these enabli;g 5

skills. . ' ' . : SN

3 e 3" N b

S&ﬁgences of Enabling Skills \\\x .

‘As implied by the previous section, the performance'of reading compre-

hension may be seep to be composed of a number of compnneﬁt skills which

- N
N & i
= N

T L e \ w4
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are gﬁabling‘ By means of a diagnostic tgstiﬁg pfocedurés, the needs for
instruction‘in these enabling skiilS'may be revealed.“It would be a

e
1

* I
ﬁesirable step to analvze raading'comprehension in the manner of a learning
* - »~
hiera§§§§ (Gagné& and Briggs, 1974), so that sPe;ific prerequisite relation—
- b
f’y shin§ ameng enabling.skills could be idegtified. Sush an analysis would

| appear to {nvolve comylsx relationghips among the suboninate skills.

-

Althgpgh the task analysis prOpoged by Resnick and Beck.(1976}-may provide‘a

> 3

useful s€arting point, the construction of a learning hierarchy has not

been attempted. '
; . ~ . 2
.. Figure 1 depicts a sequence of skills in reading in the form which is

A Y
=2

. sometines-called ap instructional map. The map identifies what appear‘tn—‘

be reasonable teaching sequences of benchmark skills for\eagh~gra§;, K-3.

*

These skills are atranged in the threE‘strands'dhich,have~pieviou31y been

' described, namely, decoding, hordfmeaning, and Sentence/téxt processing.

> »

-

(AbbreV1ated phrases are used in the figure to describg the sk11131 numbers

ccrrespond with those in the previous section of this report) . T

»
-

. Within each of the three strands, the arrangement shown represents a

»

B

\ l o ‘ .
hypothesized segquence for instructioh. In general, the skills lower in the

diagram need to be taught before the "higher" ones to which they are con-

nected. The special status of oral reading is worthy of note. Teg&; of
oral reading are consﬁﬁered to be of key importance in diagnosis;-since they
are able to reveal\a diversity of prescripgions for instruction (cf. Spache,
1976). Théir ézltiple ;ntqrrelations'with sub&rdinate skills are impossible
to‘rébresent ;dequafily in a twyo-dimensional diagram; consequently, two

: . . -

‘circles are used to represent this single actiéity\at each” level. Viewed
s

e

¥
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GRADE 4: e ; RN
READING COMPREHENSION
~ 7N\
\ 7N .
GRADE 3: \\\g oo
) . N Tdentify
Printed Word - Thematic.

ORAL

FACILE

\READING /-
(16)

\

| Knowledge (19) |

REE

Content (20)

Word Meaning
-Affixes (18)

|

Infer Meaning
from Context
17)

. : T . y/ ] \\\‘ -
GRADE 2:. iyyyyf . R

W
x

-

3

T ["Sound Nt ‘ ;ﬁ Identify
Multi~8yllable_ : . ! Literal \
Words: (12) R yxff Content (15)
- : ,vff» . ‘ { ‘,\
’ Identify Phonic Printed Word Answer Factual p
Syllables (11) Knowledge (13) Questions (14)
T - i R N "I‘\ \
GRADE 1: ) ) l
e A '(
~ . 2 - »
¢ )i ORAL" e
READING
(10}
; B Printed Word Identify
Sound Spelling Knowledge (7) Printed .
. Patterns (9) ¥ Sentenc?s (8)
) ﬁse Oral
‘ Sentences (6) .
. Sound Y- I . v
. Combinptions > { Make Oral = .
) Sentences (4)
‘ /
GRADE K;,
Identify ‘ Oral Word
° | Letter-Sounds { Knowledge (3)
@ |
[Tdentify
Printed )
Letters (1)
. - ! :
° Figure l: Sequences of prerequisite skills in reading, .
"ERIC | 4 \



- ) R 7,
" from the standpoint of*instruétioﬁ, it ‘would normglly be”expécted that practice
in o&al\reading\be a‘freQﬂqntly recurring part of a reading program, and that
frerent probes of r;ading competence bg made in this mode. ~

The benchmark gkills which are shown .for each grade level are suggested
. v »

. as objectives to be included in a placement test (for the following grade)

and also as minimal exit skills for the gradg level in whiéh they occur.

The entire set of tests required, for diagnosis at each grade levéi is not °
representad. in this figure - many additional enabling skills agggdescrlbed

. in the previous section of this report. In addition, indipidual teachers
\ N !
may fiind other tests of enabling skills (contained in many diagnostic test

packages) useful for finer analyses of peeded instruction in the particular

pupils whom they teach. The framework of benchmark skills shown in.Figure 1

5 - -
should make possible systematic prescriptions for instruction, whether or not

such additonal tests are employed.
T . ‘ o

*
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