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The Responses to Written Language by
Mildly and Moderataly Mentally Retarded Adolescents:

ABSTRACT

2

This investigation involved a comprehensive analysis of the reading
and writing behavior of 19 randomly selected nilaly Lnd moderately men-
tally retarded adolescents currently enrclled in special education classes
in an urban school district with a total population of over 150,000 students,

" Seven of the subjects were mildly mentaily retarded and tuelve\;;ziects vere
moderately mentally retarded.

Utilizing an elaboratibn of a research paradigm suggeéted by Prehm and
Altman (1976), all but parental data were ottained within the subjects'
classrooms as an integral part of their normal langu;ge activiti;s. Students'
data were collected on ll'languagc tasks. These tasks included drawing, -
forming letéors and numbers and general print production. Subjects were
also requeségd to answer hiatprical/experiential questions and conceptual/
qualit;tive questions about reading and writing. Other tasks ascert;ined
the subjects' book ﬁandling{knowledge as wvell as oral reading abilities.

Interviews and sﬁrveys weére aonducted to determine subjects’ attitudes
toward reading and writing, parental attitudes and models of readiﬁg, and
the interactive relationship béiweenllangudge and home environments. Sub-
jects' miscue analyses (i.e. deviations from print) of their oral reading
reveal'ed how efficiently they ugilized the syntactic, semantic, and granho;
phonemic language systems,

The results indizaced that these adzlascents' reading and writing

“behavior could be analyzed, categorized, a~’' measured qualitatively within




a particular information processing/psycholinguistic paradigm.

The implications focused on- the practicidl implementation 6f whole
language 1§struction (Feldman, 1981; Feldman and Wiseman, 1980; Goodman,
1967, 1976; Goodman & Burke, 1980) ard integrated activities into the urban

secondary school}curriculum and home environment for mildly and moderately

mentally retarded adolescents.

ot
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Research Questions - P | .

. 1."/Does home ervironment affect the reading and writing behavior of mildly
and moderately mentally retarded adolescents?

2. Do uild}y and moderately mentally retarded adolescents demonstrate an
awareness of the written production of language by-i roducing writirg
pattetns?

3. How do mildly and moderately mentally retarded adolescents view the
purpose of writing? ‘

4, Do mildly and moderately mentally retarded adolescents demonstrate: :
knowledge of spell&ng and graphophonemic relationships?

5. Do mildly and mo{grately mentally reta;ded adolescents demonstrate a
developing avareness of yri;ten receptive language by exhibiting certain
reading patterns? ) g

6. Hey dg mildly and moderately mentally retarded adolescents ;1ew the

.

nurposes of reading?

7. How do mildly and moderately mentally retarded adolescents describe the

o s

reading prﬁcess?
8, What differences and similarities are evidenced in mildly and moderately
mentaliy retarded adolescents' written language behavior?
9, 1Is the reading comprehension ;f mildly 4nd moderately mentally retarded
a&olescents, as measured by retelling, dependent on word identification?
10. Does the reading of mildly and moderately mentally retarded adolescents
in this study emphasize the use of any one of the language cues systems
of syntax, semantics, or graphoph;nemica?

11. Do the mildly and moderathly mentally retarded adolescent i1.aders in -

this study produce a high percentage of semantically acceptahle miscues?

T Sy



12. Do the miidly and moderately mentally retarded adolescent readers in
this sfhdy prodﬁce a high percentage of semantically unacceptable, but

corrected miscues? o

Research Answers-

1. "Without regard to its etiology, the home does not appear to be an
instrumental facior in the acquisition and utilization of readirng
skills for this group of mildly and moderately mentally retarded
adolescents. The interview data also suggest that the adolescents in
this study were not able to recognize the importance &f reading through
their interaction wit; the home environment.

2, In this séhdy all moderatelyimentally retarded adolescents demonstrated

some capicity to reproduce writing expected of them in a\p;rticular

instructional program. They could“&rite their first and last names,
addresses, city and state, date, alphabet (upper and lower case),
isolated letters, and isolated sight words (usually in 1list form);

However, none of these subjects were able to produce meaningful 6r

original thoughts through written language, nor had tﬁey done so

previously according to their past educational histories. The mildly
mentally retarded subjects were able;éo produce meaningful thoughts,
although discontinuo&s or disjointed, through written language.

3. Both mildly and m;derately mentally retarded adolescents responded
with little variance when asked the purpose of writing (i{.e. Why do
veople write?). Writing was explained in terms of uFilitarian-type
behaviors (e.g. writing name; getting work done) as opposed to con-

veying what they thought. There was no indication from the moderately




mentally retarded subjects that meaniﬁg was communicated by their

own pfint.

4, Spelling was geperally correct or phonemich;ly appropriate when both
moderately and mildly mentally retarded subjects producgd their na;eb,
addresses, or d;tes. Tﬁe majority of the words in the lﬁsts, phrases,

“- .

-and sentenceg‘were spellé& correctiy; howgvér,.when geviatiqns were
noted for the moderaiely mentéilyu;egprAed subjects, no evidence of
"invented spelling," typical of ->unger CA children, was found. ‘

5. The moderatily mentally retarded adolescencs demonstrated a‘&eweloning
avareness of written receptiye languagé by exhibiting certain reading
patterns: identification of a ietter, 1déntif1cation of words, under-
standing the concept of page, indicating where rgading in the text be-
gan, production of close matching between vocalized reading and text,
sounding out wqrds in unfiyiliar text, using pictures as cues to meéhi
ing, etc. All ﬁildly mentally retarded subjects dem;nstrated mastery
on all of the 22 book handling knowledge skil'ls that théped their
awareness gf wrfiten réceptive language.

6. Both the mildly and moderately mentally retarded subjects' exnressed
purposes for reading were far more diverse than those purposes expressed
for urittﬁif““The'purposes mentionéd stressed pleasure, acquisition
of know}edge, and functional utility. Their responses suggested more
exposure ‘and interaction with the reading process (e.g. older siblings
doing hon;;crk, reading for pleasure).

7. All of the mildly méhtally r;tarded adolescents and all but one of’
the moderately mentally retarded adolescents felt'that learning to

read and learn{ng to read more effectively and efficiently would be

easy, Other ideas mentioned were that learning to read and learning
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.
to read more effectively and efficiently could be accomnlished with

_belp from the family and teachers, being exposed to book3, learning

books (memorization), spelling words, etc. ) . j
The mildly mentally retarded ;dole;cents were able to spell their
written productions with 40 to 832 accriracy and use cor-ect canital-
ization patterns with 25 to 1002 accuracy. All but three adolescents
wrote their production.en cursive while the other wrote in manuscrint.
Most commonly, the adolescents presented lists of words, pﬂf;ses,
single ;1mp1e sentences with few examples of multiple sentences or
complex sentence structures as writing. No moderately mentally re-~
tarded subject wrote any segment larger than a single word. While
writte;b;roduction accuracy was quite high ( 802) lt was confined to
;ote repetitious behaviors as opposed to original print generation.
Some of these adolescents demonstrated confusion between writing and
drawing., Mo:t cunfusion was evidenced when they were asked to verbally

~ .
express differences between writing and drawing. Lesg confusion was

i deyonstrated when they were asked to demonstrate drawihg or writing.

The reading comprehension ofAéheg;ilal} mentally retarded subjects,
as méasur;d by retelling, was heavily dependeAt upon sight word iden~-
ification and utilization of the graphophonemic language cue system.
The three moderately mentally retarded subjects who provided oral
reading miscue data depended on the same strategies for gaining mean-
ing from print but genarated fewer and shorter rételling statements
resulting in lower retelling scores (i.e., 20% compared to 45%2).
The mild:i: mentallf retarded adolescents utilized the graphophonemic

language cue system to the almost complete exclusion of the syntax

and semantic cue aysiems. The modefately mentally retarded readers
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displayed the same word 1dent1f1cati6n‘ntra§egy but their oral yead-
ing was more heavily marked by repeated omigsioﬁs of unknown words.

11. The miid}y mentally reéafded adolescent reade;s in this study did
produce miascues.involving use of the synia;tic and semantic systems,
.Occésionally. reading behavior involving dialect weuld produce meaning-
ful miscues. The high percentage, however, were miscues of nartjal
praphic and partial sound similarity. Whileé the three moderately
me;télly retarded read;;s did not display any qualitatiée differences
from the mildly mentaliy retarded readers, they quantiéatively differed
in the number of substitution of unknown words with known words be-
ginning with the éame letter.

12. The mildly mentally retarded adolescents in this study p¥oduced a high
pe}centageaof gemantically unacceptable miscues, and few atgeméts
(1.e. x = {50%) were ‘made to‘correc:.them. .The éoderate}y mentally
retarded readers demonatrat;d a similarly high percentage of‘semantically
unacceptable miscues “but made quangjtativel; fewer attempts to correct
fhem.

Implications and Applicatiéns \

1, There is a need to infuse a practical awareness of reading and writing

intc the home environment. This effort by teachers to generalize this
awareness into the home environment must be preceded by a strong,

L] ) ¢
similar infusion into the clcisroom setting. ‘

. 2, A wide variety of reading and writing materials should be readily

available in quality and quantity to students at home. If this is

economically not feasible, the school and the teachef can rlay an

L4 -

active direct service in providing those materials for use in the home.

b .

-

: 10 . -
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3. Meaningful reaging and writing should become an integral and systematic

N o

* part of ;pe adolescent's,daily,educat}onal expeflences. These efforts

t

to provide rieaningful ianguage activities should parallel language goals

-
" v

and-objectives in IEPs that emphasize normalized purposes for reading

A2

and writing. -y

4, Writing needs to be presented as a natural language activity anéi

should be accepted in its preéen; stage of development, . Regardless
of‘the student's CA, s}elling accuracy should not take‘bfecedence over
written production and creative, manipulation of -writ€tyn language

~

when that developmental level is MA appropriate.

5. Numerous opportunities should. be provided for & wide‘variety of read-
ing and writing activities at school. %heﬁe opgortunities snould not
be cbnfined to the readiné, spelling and language periods.

6. Mildly and moderately mentally regarded adolescents should have the
opportunity to spend uninterrupted time with printed ;aterial they
enjoy. These opportunities can be provided tﬁrough Sustained Silent
Reading (SSR) (Goodman & Burke; 1980) or through teacher-directed
Sustained Oral Reuding (SOR) (Felaman,.{979; l9§li. '

7. Mildly and moderately mentally retarded adoléscen}s ﬁeed to see
significant adults, siblings, and'friends gain pleasure from reading.
These observations can commence within the classroom setting under
planned systengtic procedures, .

8. Meaningful reading experiences can be provided for mildly and moderately °

; mentally retaraed students in the 1ﬁstruc£10nal’setting by incorporating

practical, reality-buse& activities into the dsily reading nropram.

9 Teachers must be assisted in becoming more influential persons in_

these adolescents' reading acquisition process. Inservice workshops

£

. ~ i1

. .
' —_J
__
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and prgrams can be designed to pxovide.them with the skills to teach
qualitative aspects of language to the mentally retarded. Teaching
meaningful language skills may allow teachers to be perceived as a more
activ;, responsible participant 16 the 1ns£ructional-1earning process.

Teachers should not overlook the possibility that some efficient in-

. \-' -
,struction techniques may be suggested by both mildly and moderately

§ 3

mentally retarded adolescents (e.g. memory reading, exposure to print).

These strategies may characterize their’ individual learning styles.
Encouragement of a mentally retarded adolescent's interest in print
allows for development of functional uses of written communication;

Letter writing, grocery lists and messages are all activities that
93,
would involve mildly and moderately mentally retarded adolescents in

’ » )
the functional use of print,

Natural interest in writing/spelling shculd be encouraged through

-

functional activitfﬁh (e.g., writingrpermission slips to go to the

lavatory, producing request slips £,t checking out clasefoom materials

~—

for home use, and note taking activities). Writing opportunities can

bexlecomplisbgdodn 4 non-threatening atmosphere where adolescents are

free to prr .ce, experiment, and explore print production and manipu-
7

lation. These activities wo:'1d help tbeqyincrease their confidence

) and competence levels of“vf/fing and spelligg behaviors. Planned

generalization to the home environment can follow its nractice and

4

accompliihyant in the classroom,

Reading for functional purposes as well as enjoyment and learning
should be acco&ulished'(e.g.. recipes, TV guides, menus). Reading
directions for gamés, newspaper'comics, emnty grocery boxes and

~

containers, gtreet signs and maps, and media commﬁrcials and announce-

]
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ments all havoe direct ana greatar adapt.ve behavioral competence
applications to more normalized community living for both mildly

and moderately mentally retarded adolescents.
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READING INTERVIEW

Name Age Date
Occupation Education Level

-(.T
Sex Interview Setting

1. When you are reading and you ceme to camething you don't know, what do you do?
Do you ever do anything else? |

2. Who is a good reader that you know? (Ask about teacher)

3. Vhat makes her/hin good reader? :

4, Doyaxthinktlmtsmeevercamstosanetrdngsmedoemtlmwwhms/he
is reading?

5. Yer When s/he does came to samething s/he doesn't know, what do you think
s/he does about it?

No Supposettntsmedoesmtoscmethimttmts/hedoemtpretmto
What do you think s/he does about it?

6. If ymlmowthat sameone was having difficulty reading how would you help
that person?

7. What would a/your teacher do to help that person?
8. How did you learn to read?
What did (they/you) do to help you learn?
9. What would you like to do better as a reader?
10. Do you think that you are a gcod readexr? Yes No

Additiaal Questims:
11. What do you read routinely? Like everyday or everyweek?
12, What do you like most of all to read?

13. Cmyourmbamyspecialbookor&nmtmrablectdngymhave‘
ever vead? -

17




Appendix B
Book Handling Knowledge Assessment
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Book Handling Knowledge Assessment

T(’M AD‘HNISBRATI(N - INSTRUCTIONS RESPONSE CHIID'S RESPONSE
1.  Show book; title covered by  "Vhat's this called?" "Book" "Story Book"
hand. Flip over pages. 'What's this thing?" "Story'' Name of Book
If child answers with the
name of the book, record
. &nd ask "What's (say name
of book given by child?)"
~
2. Displaying book. "What do you do with 1t?" "Read it'" 'Look at it"
- "Tell it" "'Gpen it"
3. Displaying book. "What 's inside it?" "Story" 'Picture"
:'bbrds" ""Pages’’ ''Letters"
.mm"
4. Present wrong way up and "Show me the front of this Any indication of front
back towards S. book'' ''Take the book and or first page.
, open it so that we can read
it together.
5. Turn to page 3. | Hold on to a page and say Point to page ''Yes'
"'Show me a page in this
. book." 'Is this a page?"
6. Give the book to child. Read this to me. Record all responses
: 7. If child doesn't read the I'm going to read you this Indicates print on first
| back or does inappropriate story. You show mes where page.
| book readipg continue: to start reading." 'Where
| give the book to the child. do I begin?"
Read the first page.
* 8. Tum to the next page. "Show me the top of this Indicates top edge or

page.'' "'Show me the bortam
of this page." -

tosard top. Indicates
bottan of page or towards
bottam.

R0

91




IT™ ALMINISTRATION INSTRUCTIONS RESPGWSE CHILD'S RESPONSE
9. Show the page to the "Shov: me with your finger Points to the fivrst
child. exactly vhere 1 have to word on the page.
begin rrading.”
_10. Show the page to the "'Show me with your finger Left to right, m the
child. whichwaylgo, as I read page.
this page.
11. Continue to show the "Yhere than?"' (This may Top line to bottam line.
page to the child. have been dme or —
stated in #9, if so credit
but do not repeat.)
12. Read the page. "You point to the story while Exact matching of spoken
- I read it." (Read Slowly) word with written word.
] " ~Close matching.
13. If there is print o both "Where do I go now?" Points to the first line
pages display the pages. , of print on the next page.
14. Read the next two pages. Can you or I read this now?
If possible turn to a page Wy ar why not?
with print end & picture on ’
it. Tum the book upside
down without: the d
seeing you. .
15. Show how to use king card 'Let's put same of the story (he letter correct.

to close the '
the 'window." (Use twn
pleces of black cardboard).

21

in this window. I want to
close the curtains like this

Two letters correct.

until I can see just one letter."

"Now just two letters_.:'

-
LN

s
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TTEM  ADMINISTRATION

INSTRUCTIONS

16.

17,

18.

19.

Open "aurtains'
Open ''curtains’
Ramove card

Read -to end of stary.
Close book and pass it to
the child.

Leave the book with the
child.

Title page po:lnting-

"Now close it until we
can see just one woard."

"Show me the first letter
in a word--any word."

"Show me a capital letter
any capital letter."

"Show me the name of the
book'' or 'Name of Story?"

"Show me the beginning of
the s "' "'Show me the
end of stary."

"It says here (Read title
of the book) by...(Read
the author's name).' '"What
does by...(say author's
name) mean?"

1 word correct
2 words correct

First correct
Last correct

Points clearly to a
capital letter. Points
to any capital létter.

. Cover, fly-leaf or title

page. :

Opens book to first page

and points to the first line.
Turns to last page and points
to the last line.

"ﬁe wrote it." 'He t:lade up the

story.’' '"He made the book."

24
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' READING MISCUE INVENTORY: EVALUATION

by Yetta Goodmen and Carolyn Burke
md}hrgaretm@erg

 WORD LEVEL SUBSTITUTION IN CONTEXT: EVALUATION ’

Evaluatim of the followéngk tﬁ ﬁmdi;‘ccai:s ;ﬁxetherthethe student is
making apmopriate use o amati t of graphophanic
cueing system. Questiens 1,2, and 3 are answered for only word level
substitution miscues. - Under colum headed Text list the word that is
involved in a substitution miscue. Next to It, under the colum headed
Reader list the word which the reader substituted Answer the following
questions for each of tl'qsefpairsofmrds If dialect is involvedphc/
a d next to the reader's substitution.

Ql. Graphic Similarity: ,Hmmxchdothetwowords.lookalﬂce?
high IW)of theg;d thrgeal parts are similar.
Begiming middle
Begimning and end
Middle and-end
same .*  ONE of their three parts is similar.
Beg;imingofga‘xeralcatfigum_
. Middl
. P )
none : m6ftlxeirtltreepartsaresim1ar
Q. Sond Similarity: ,l-bwm.xchdothetwowordssomdalﬂce?
high - TWO of their three perts are similar. . '
I and middle
Beg and end
Middle and erid .
some " 7 ONE of their three parts is similar.
- Begimingofgeneralcmftgtm_aiﬁ' A
Middle
End )

Q3. Grmtical Function:Is the grammatical fumtim. of the reader's word

v

the same' as the gramatical function of the text -
word? (7o help answer this qpeation read the v
text sentence w:Lt:h the reader's miscue in it).

same 'Ihereadersnﬂacueisthesmeymtical Smetion
e asthetextword

questionable It is impossible to tell whether the gramatical
function of the reader's miscue is the same or
different from the grammatical function of the text.

" different . The reader's miscue is a different grammatical
Lo flnctimchmttntextmrd

26
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LANGUAGE SENSE: FVALUATION | . o

Evaluation of the following two questions indicates the degree to which the
reader is concerned with producing acceptable language as he reads. Questions
4, and 5 are answered for every sentemce which contain one or more miscues. If
the miscures exceed sentence buumn. cies include as many sentences as necessary
to maintain the relationship of all the miscures caused by other miscues. To
read for acceptability casider each sentence as the reader finally prodiced it

All corrected miscues or attempts at carrection should be read as finally - S

e

‘solved by the reader. When there are no attempts at correction, the miscues

should be read as produced. Miscues which are acceptabl. within the reader's
dialect should be considered acceptable.

Murber each sentence in the text and place the mumbers for sentences containing
miscues under the column headed Sentence Nutber. Next tc this, in the colum
headed Nurber of Miscues, indicate the mumber of miscues contained in each of
the sentences. > . - ) )

« 1Y
, g . -

Q4. Syntactic Acceptability: . Is the sentence —ﬁivolving' the ;r_qiscxkes I

. . syntactically (grammatically) acceptable
e in the story?” * “ o
;N - .
yes When the sentence.ls-redd as finally procaced by
- the reader it is $yntactically acceptable in the
. Y - stéry. | .' .
° no - When the ‘sentence is read as finally produced by—'
‘ - _ the reader’ {t is not syntactically acceptable in
) the story. . . ' ? '
A5. Semantic Accepiability: - Is the sentence irvolving the miscues’
) LW ﬁ?cany (meaning) acceptable in the
. ) . 8 - Lo *
~  yes, . When the\senés;gt_esis read as finally produced by o :
. ~ the reader, iYs semantically acceptable in the
. story? . : .
Y \ R L o —
no ™~ When the sentence is rpad as finally produced by ", -
\ _ the reader it is not sananticallt acceptable in-
. " “the story.: T .
. ) .. o s
" Cr PRENHENDING: EVALNATION | , .

Evalnlarim of this "questi_ai indicates the degree to wtiich the reader clﬁnges ’

‘the intended meaning of the author as he reads. Qeustion 6 is answered for

evéry sentence which contair. cne or more miscues. To determine the degree of
change the sentence is read as the reader finally produced it. A}l corfected o
miscues or attempts at' correciton should be read as finally ‘resolved by the
reader. When there are no attempts at correction the miscue should be read

“as produced. - | ' S P

)
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read as finally produced by -

NO change in the intended

antence is read as finally produced by

3 me
mm. w.m
i
mM ik
oot

§
i b
R Y
.MMMm_mmmm

\
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~ SUMARY AND PROFIIE SHEET OF READER'S STRENGTHS

Reader's Name *

1. The percentage of substitution miscues which indicate high Graphic and
" high Somd stmilarities, ‘

enter % 01 high
. ———enter %02 high -

The percentage of substitution miscues which indicate Graphic and
Soud similarities.

enter % Ql same
enter % Q@ sane
cambine Ql high plus some
carbine Q2 high plus some

2, g‘nicﬁmtage of substitution miscues which indicate similar Grammatical

entot?.QShigt;

3. The percentage of instances that the reader produced syntactically
acceptable sentences and/or corrected syntactically unacceptable
sentences.

enter % Q4

4, The percentage of instances the reader produced semantically acceptable
sentences or corrected semantically unacceptable sentences.

enter % Q5 yes I
5. The per e of instances that the reader retained the author's
meaning.

mterZQGnodﬁ;ge
enter % Q6 minimal change

cambine Q6 no change plus Q6 minimal change

- In order to obtain data abaut the following two areas of strength, it is

necessary to return to the work sheet for the information. Read the sentence
in which the miscue asked about occurs as if it were the only miscue in the
sentence. _

6.. Relationship between graphic dissimilarity and meaning change substitution
miscues with Graphic similarity marked '‘none" but where the miscues are
either higheﬂuality miscues (indicate minimal or no change of meaning) or
are corrected.

7. Relationship between grammatical function dissimilarity and syntactically
acceptable substitution miscues with no Grammatical Rumction similarity
but where the miscues are in structures which are syntactically acceptable
or are corrected.

ERIC | <9
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Word Level Substitution in Context

mm.mm /\m 3z "
mmm, is

I , Jmm

) 1
g =
mm m
mm m

: i

| m
: i 2

M.P.HW.:

13-4 ™~
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Appendix D a
Exsmple of Teacher's Script for Miscue Analysis
Comprehension Assessment from Retelling
Retelling Outline

32 7 ' | ﬁ




[—/, 26

EXAMPLE OF TEACHERS SCRIPT F(R MISCUE ANALYSIS

THE LINE DON THE MIDDLE OF THE ROM

0801 Victor and Billy were brothers.

0802 " "Lock what you did!" said Vactor to
0803 Eilly one day. "You broke my plane."

08Q4 "I didn't mean to," Billy said.

0805 Victor picked up his brdken plane. "I
080¢ told you sot to get into my things," he

0807 said.

0808 "I just wanted to see it,” Billy said.
0809 . "This was my nar plane!" Victor said.
0810 He took Billy by the arm. "Say you're
0811 sarry." o
0812 "You can't make me say ax1ytl\ix|g,;' said
’0813 Billy.

0901 Victor took samething out of his pocket.
0902 "See this roll of tape?' he said. "I'm

0903 going tp put a line of tape right down the
0904 middle of the roam!"
0905 "What rox?"' 7illy wanted to know.

| 0906 'Wait and see," Victor said.
0907 " 'Then Victor made a line with the tape
. 008 right down the middle of the room.

0909 "Now," Victor said. 'This is better."

-

-
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0910 "How cane?" said Billy.

0911 "Now you'll know which is your s_ide and
0912 whichisud.ne I don't want you ever to

0513 step over that line. From now on, stay m

0914 your side!" 0

0915 "who cares?" Billy said.

0916 When Victor got into bed that night, he -
0917 forgot to tumn off the light. Billy was still

0918 wp.

019 "Hey, turn off the light, will you?"
0920 Victor asked.

0921 "I can't," Billy said.

0922 "What do you mean, you can't?"' asked
0923 Victor. |

1001 "I ;:m't!" Billy said. "I can't step over
1002 the line! The light is n your side."

1003 "'(h, cme on," said Victor.

1004 ‘ "No!" said Billy. ''I.can't step over the
1(505‘,’" tape. You said so yourself!"

1006 Victor couldn't make Billy tum off the

1007 light. ’
1008 off himself.

1009 " In the morning, Victor felt cold. He saw
1010 that the window was open. o .
1011 "Shut the window, Billy. ~I'm cold," he

1012 said.




013 "well, I'mnot," said Billy. . Y
1014 "Shut that windoe or I will!" o
1015 Victor.

1016 "Oh no, you won't!" Billy said. "This is

1017 my side of the room. Remember?" -

1018 Just then the wind blew in. It biew the

1019 papers off Billy': desk. They flew all over

1020 the roam. A

1021 * '"Hey, stut the window,'' Victor shouted.

1022 "And pick up your papers'"

1101 " Billy shut the window. Then he turned
1102 to Victor and smiled.

1103 "But I cona't pick the papers up,: he
1104 said.

1105 "Why not?" asked Victor.

1106 . ™ou know vhy."

1107 Victor looked at the line of thpe going
1108 dmnﬂ;euiddlgofthefloor. p

1109 '"Oh, that crazy line!" Victor said.
1110 He got out of bed and pulled the tape
111.  off the floor.

1122 And that was the end of the line down

1113  the middle of the room!

Copy.‘ght 1972 Carolyn L. Burke and Yetta M. Goodman. All rights reserved.
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Camprehension Through Story Retelliné ~Followi.ng Oral Reading

Character recall -4 develcpment:

melse was in the story? Tell me about them. What was (name of key character)
? : ,

Note: Use only those names or events to which the reader has already referred.
‘Events: ‘

—————

Can you think of anything else that happened?

Where did the story take place?'

Plot:

Why did (name key event) happen?

Note: Use only those events to which the reader has already referred.
What was the problem the story was trying to solve? )
How did the story make you feel? Why?

What do you think the story was telling you?

Why do you think the author wanted to write this story?

Doywlcwwanyotherstoriesthataretryingtotellymthesmaething?

36
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RETELLING OUTLINE: THE LINE DOWN THE MIDDLF. OF THE ROOM

K4

Character Analysis:

> Billy bresks Victor's new plane.
Victor can't force Billy to say he is sarry.

Victor divides the roor "1 half with tape and sars each boy is to stay on
“kis own side.

Victar gets into bed and asks Billy to tumn off the lights.

Billy refuses because the lights are on Victor's side.

The next morning Victor is cold and asks Billy to close the window.
Billy refuses and won't let Victor cross the line to do it himself.
The wind blows Billy's papers all over the room.

Billy closes the window but refuses to pick the papers up because they
. fly to Victor's side of the roam.

Victor reémoves the line.

Will the line down the middle of the roam solve the boys' problems?

Boundary lines between people do mot solve problems.

-

@pyright 1972 Carolyn L. Burke and Yetta M. Goodman. All rights reserved.
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